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Determining the Feasibility of Milk Vending Machines
to Improve Calcium Intake Among College Students
Laura E. Monnat
Angela M. Rose
Julie A. Kennel
Christopher H. Holloman
Gail L. Kaye
Carolyn W. Gunther
The Ohio State University
Calcium intake declines from late adolescence to young adulthood, in part, due to
decreases in accessibility to milk and dairy products. While milk vending has
shown demonstrated success in secondary schools, no studies have examined
whether milk vending improves calcium intake among college students. We
hypothesized that milk and calcium intake would be higher among college
students given access to milk vending in their dormitory (milk vending consumers)
compared to those lacking access in their dormitory (non-milk vending
consumers). Milk vending machines were installed in two dormitories, and two
dormitories having non-milk beverage vending served as comparison sites.
Students completed a calcium intake questionnaire at the point of milk (n = 73) or
non-milk (n = 79) beverage vending purchases. Mean total calcium intake was
higher in milk vending consumers (1245 + 543 mg/d) compared to non-milk
vending consumers (1042 + 447 mg/d) (p = 0.01). Adjusting for gender and milk
vending consumer status, there was a positive association between past month
milk vending purchases and daily calcium intake from milk (p < 0.001). Fiftyseven students without in-dormitory access to milk vending reported an interest in
milk vending if made available. Milk vending may serve as a novel approach for
improving calcium intake in college students.
Keywords: milk, calcium, vending machines, students, college students
Introduction
Milk and other dairy products account for over 70% of dietary calcium in the U.S. (Committee to
Review Dietary Reference Intakes for Vitamin D and Calcium, Food and Nutrition Board, 2011).
Dietary calcium plays a critical role in the prevention of osteoporosis and potentially other
chronic illnesses (e.g., hypertension, obesity, and certain cancers; Nicklas, 2003). Achieving an
adequate intake of calcium is especially important during adolescence and young adulthood to
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reach peak bone mass and reduce the risk for osteoporotic fracture later in life (Committee to
Review Dietary Reference Intakes for Vitamin D and Calcium, Food and Nutrition Board, 2011).
Unfortunately, only 42.8% of men and 37.6% of women in the U.S. between 19 and 50 years of
age meet the Recommended Dietary Allowance (RDA) of 1,000 mg daily intake of calcium (Ma,
Johns, & Stafford, 2007).
During the transition from late adolescence to early adulthood, diet quality deteriorates in many
young adults (Bowman, 2002; Larson et al., 2009; Nelson, Neumark-Sztainer, Hannan, & Story,
2009; Storey, Forshee, & Anderson, 2000), which may have a detrimental impact on life-long
dietary practices (Harris, Gordon-Larsen, Chantala, & Udry, 2006). Findings of a longitudinal
study demonstrate that dairy and calcium intake decrease in both men and women from late
adolescence to young adulthood. In the same study, it was also shown that the availability of
milk at meals during late adolescence is a positive determinant of calcium intake in the young
adulthood period (Larson et al., 2009). In many college students, particularly those living on
campus, habits shift from consuming healthy foods once readily available in the home to easily
accessed, nutrient poor, energy dense convenience foods offered on campus (Buscher, Martin, &
Crocker, 2001; Strong, Parks, Anderson, Winett, & Davy, 2008). To this end, the typical
dormitory room contains over 22,000 kcals from foods and beverages, including an average of
8.5 dessert/candy items and 5.7 sugar sweetened beverages, but less than one dairy item (Nelson
& Story, 2009).
Due to demanding schedules and unstructured lifestyles, it is common for college students to rely
on vending machines for purchasing convenience foods, which tend to be low in nutrient density
and high in calories (Byrd-Bredbenner et al., 2012; Hoerr & Louden, 1993; Levitsky, Halbmaier,
& Mrdjenovic, 2004; Quintiliani, Bishop, Greaney, & Whiteley, 2012). Paradoxically, vending
machines offer a unique opportunity to positively impact dietary changes because of their
location (i.e., vending machines are placed in highly trafficked areas, such as work sites, schools,
and college campuses) and the vendor’s ability to tightly control the foods and beverages offered
in the machines (i.e., nutrient poor, energy dense foods and beverages can be exchanged for
healthy ones at the discretion of the vendor) while closely monitoring sales of foods and
beverages purchased (i.e., opportunity to observe how changes in foods and beverages offerings
are received by vending purchasers via sales data) (French et al., 2001). Milk and dairy vending
machines have been successfully introduced into some settings (e.g., secondary schools; National
Dairy Council, 2002). However, adaptation has been limited, and their presence is lacking in
other places that could benefit, such as college campuses.
Because so many college students fail to meet the recommended intakes for essential nutrients,
including calcium (Burke, Reilly, Morrell, & Lofgren, 2009; Ouellette et al., 2012; Poddar,
Hosig, Anderson-Bill, Nickols-Richardson, & Duncan, 2012), there is a critical need to develop
novel strategies to improve calcium intake. We therefore conducted a study in college
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dormitories to determine the extent to which installation of milk vending machines would
improve milk and calcium intakes in students, compared to students living in dormitories limited
to non-milk vended beverages. We hypothesized that milk and calcium intakes would be higher
among college students given access to milk vending in their dormitory (milk vending
consumers) compared to those lacking access in their dormitory (non-milk vending consumers).
Methods and Materials
This study was approved by the Institutional Review Board at The Ohio State University (OSU).
In coordination with the OSU Office of Business and Finance and the campus vending
contractor, milk vending machines were installed in two main campus undergraduate dormitories
(one milk vending machine per dormitory; referred to as milk vending dormitories). Two other
main campus undergraduate dormitories with beverage vending machines available, but not milk
vending, served as comparison sites (referred to as non-milk vending dormitories). Non-milk
and milk vending dormitories were selected on the basis of their similarities in size, gender, and
class rank.
Study participants were sampled at the point of milk vending or non-milk vending purchase.
Students living in the milk vending dormitories who made non-milk vending purchases were not
surveyed since the primary study focus was individuals who would purchase from milk vending
if the option were made available. Study participants having access to and purchasing from milk
vending in their dormitory are referred to as milk vending consumers; the comparison group of
participants who did not have access to milk vending in their dormitory are referred to as nonmilk vending consumers. Data collection was initiated one month after the start of the autumn
quarter (mid-October) to allow sufficient time for students to establish on-campus dietary habits
(Wood, Tam, & Witt, 2005). To capture natural vending behaviors, data were collected daily
over two weeks (including weekdays and weekend days), during 2-hour time blocks in the
morning, afternoon, and evening. Trained data collectors observed and recorded purchase data
made by potential participants (date, time, location, product purchased, gender of purchaser).
After a vending purchase was made, the data collector approached the purchaser to inform him
or her about the study (e.g., the study is voluntary, no unique identifying data are collected, 1015 minutes are needed to complete the survey, and cash incentive is offered for participating).
Eligibility criteria required participants to be at least 18 years of age, a resident of the dormitory
in which the survey study was taking place, time and ability to complete the survey on-the-spot,
and a first time study participant. Verbal informed consent was obtained from interested and
eligible participants. Data collectors then guided participants through the survey, and
subsequently verified surveys for completeness in the presence of the participant.
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Beverage Vending Options
The milk vending machines offered milk beverages only, including six varieties of low-fat
flavored milk (chocolate, double chocolate, vanilla, banana, banana strawberry, and strawberry)
and one fat-free flavored milk option (chocolate). All milk products were sold in 16 ounce
plastic resealable bottles for $1.75. The non-milk vending machines offered soda (regular and
diet), water, energy drinks, sports drinks, fruit juice, flavored water, iced tea, and fruit drinks.
Non-milk beverages ranged in size (16-20 ounces) and price ($1.25-$2.00).
Without coordination with the current study, three other milk vending machines were installed
on campus in non-dormitory settings. All study participants had access to these other machines
during the study period.
Short Calcium Questionnaire
A Short Calcium Questionnaire was utilized to assess calcium and milk intake from foods and
beverages in a typical week (Sebring et al., 2007). An accompanying portion size guide was
provided to assist participants in estimating serving sizes. The Short Calcium Questionnaire was
previously validated against 7-day (d) food records of 341 individuals, demonstrating that mean
calcium intakes from the food record did not differ from those of the Short Calcium
Questionnaire (Sebring et al., 2007). This survey was specifically utilized in the current study
due to the type of food and beverage items included (commonly consumed), characteristics of
the validation sample, layout, length (one page, 25 items), and self-report design. An additional
200 mg/day calcium has been proposed as a correction factor to account for sources of calcium
that may not be listed on the questionnaire (Sebring et al., 2007). However, in the current study,
unadjusted calcium intake from foods and beverages are reported.
Vending Surveys
Survey design experts in the OSU Office of Statistical Consulting assisted in the development of
two separate vending surveys to collect data from milk vending consumers and non-milk
vending consumers. Questions were identical between the two surveys with the exception of an
additional brief series of questions on the non-milk vending survey to assess interest in milk
vending machines if made available within the dormitory. Surveys were designed to evaluate
participants’: (1) milk vending purchase habits over the past month (frequency response scales of
Zero times per month to Three or more times per week with an option to choose I don’t know or
Not applicable), (2) likelihood of purchasing from milk vending machines if made available in
dormitories (non-milk surveys only; forced-choice with options of Yes, No, I don’t know), (3)
taste preference for milk (4-point Likert scale from Strongly disagree to Strongly agree with
option to choose I don’t know or Not applicable), and (4) demographics.
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Statistical Analyses
A statistical power analysis to detect a predicted difference of 150 mg/day of calcium (Bowman,
2002) between milk and non-milk vending consumers (within-group standard deviation of
312.19 mg/day), at 80% power, produced a necessary sample size of 140 participants (70 milk
vending, 70 non-milk vending). Stratification by gender was factored into the analysis.
All data analysis was performed in PASW statistical software version eighteen (SPSS, IBM
Corporation, Chicago, IL, U.S.). Differences at p < 0.05 were considered significant. For
analysis, only students who purchased vended milk within their dormitory (and not at other oncampus vending locations) were considered milk vending consumers. Chi-square analyses were
used to examine differences in demographics and purchase behaviors between milk and non-milk
vending consumers. T-tests and means + standard deviation differences were used to compare
calcium intake between milk and non-milk vending consumers or males and females. Analyses
of covariance (ANCOVA) models were used to perform testing while controlling for
confounding variables in two cases. When investigating the association between milk vending
purchase habits and intake variables [total calcium intake from foods and beverages (mg/d),
calcium from milk (mg/d), and servings of milk (cup equivalents)], we included gender and
access to milk vending as control variables; when investigating the association between access
groups (milk or non-milk vending consumer) and intake variables (calcium and milk intakes), we
included gender as a control variable. Calcium and calcium from milk (mg/d) and milk servings
per day were reported as means + standard error in ANCOVA analyses.
Results
The final sample included 152 undergraduate students, of which 73 were milk vending
consumers and 79 were non-milk vending consumers (Table 1). In general, participant
demographics reflected those of the broader university. To this end, study participants were
between the ages of 18 and 22 years. Similar numbers of males and females were recruited (54%
males) and the ratio of males to females did not differ between milk and non-milk vending
groups. Most participants self-identified as non-Hispanic White (83%) and in-state residents
(81%). Over half of the students sampled were in their freshman year (56%). Despite
specifically selecting test sites that were matched for demographics on the basis of university
housing data, participants in the milk vending group were older (p < 0.001), more likely to be
non-Hispanic White (p = 0.04), and of higher class rank (p < 0.001).
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Table 1. Participant Demographics, Purchase Habits, and Intent to Purchase
Milk Vending
Consumers
(n = 73), n (%)

Non-Milk Vending
Consumers
(n = 79), n (%)

Characteristics
p
Age (years)
< 0.001
a
18
16 (21.9)
51 (64.6)
19-20
49 (67.1)
25 (31.6)
21-22
8 (11.0)
3 (3.8)
Gender
0.52
Male
37 (50.7)
45 (57.0)
Female
36 (49.3)
34 (43.0)
Race
0.04
Non-Hispanic White
62 (84.9)
64 (81.0)
African American
6 (8.2)
1 (1.3)
Hispanic
1 (1.4)
5 (6.3)
Asian/Pacific Islander
4 (5.5)
5 (6.3)
Other
0 (0)
4 (5.1)
Class Rank
< 0.001
Freshman
21 (28.8)
64 (81.0)
Sophomore
36 (49.3)
11 (13.9)
Junior
11 (15.1)
3 (3.8)
Senior
5 (6.8)
1 (1.3)
Purchased from Milk Vending Over
46 (63.0)
8 (10.2)
< 0.001
Past Month
3+ times per week
2 (4.3)
1 (12.5)
1-3 times per week
7 (15.2)
3 (37.5)
2 times last month
8 (17.4)
1 (12.5)
1 time last month
29 (63.0)
3 (37.5)
Where is Milk Purchased/Obtainedb
Grocery Store
49 (68.1)
48 (61.5)
0.40
Milk Vending
41 (56.9)
5 (6.4)
< 0.001
Dining Hall
56 (77.8)
58 (74.4)
0.62
Restaurant
17 (23.6)
18 (23.1)
0.94
Convenience Store
37 (51.4)
35 (44.9)
0.43
Would Purchase from Milk Vending if
Installed in Dormitory
Yes
N/A
45 (57.0)
No
N/A
19 (24.1)
I don’t know/Not applicable
N/A
15 (18.9)
a
Values are number of consumers and within group percentage. Significant differences (p < 0.05)
between milk and non-milk vending consumers determined by chi-square.
b
72 milk vending consumers and 78 non-milk vending consumers are included in the milk purchase
location analysis.
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As expected, students who resided in milk vending dormitories were more likely to report
purchase from milk vending machines over the past month (63%) compared to their non-milk
vending counterparts (10%) (p < 0.001; Table 1). Other commonly reported locations where
both milk and non-milk vending consumers purchased or obtained milk were dining halls,
grocery stores, and convenience stores (no significant differences between groups; Table 1). The
majority (83%) of non-milk vending consumers agreed or strongly agreed that they like the taste
of milk (data not shown), and 57% of non-milk vending consumers indicated that they would
purchase from milk vending machines if they were installed in their dormitory (Table 1). In
addition, both milk and non-milk vending consumers reported that they would be receptive to
expanded dairy vending options beyond milk (e.g., yogurt, cheese; data not shown).

Total calcium intake (mg/d) among milk vending consumers was higher (1,245 + 543) compared
to non-milk vending consumers (1,042 + 447, p = 0.01; Table 2). Although calcium intakes
from milk (mg/d) and milk servings (1 cup equivalents/d) were approximately 31% higher
among milk vending consumers compared to non-milk vending consumers, these observations
occurred without any between-group differences. In equal amounts, and in descending order,
milk, cheese, pizza, yogurt, and calcium-fortified juice contributed the greatest amount of dietary
calcium to the diets of both milk and non-milk vending consumers (data not shown).
Table 2. Daily Calcium, Calcium from Milk, and Milk Servings by Gender for Milk Vending
and Non-Milk Vending Consumers

MV Consumers (n = 73)b
Non-MV Consumers (n = 77)c

Calcium
(mg/d)
M
SD
pa
1,245 542.6 0.01
1,042 446.5

Calcium from milk
(mg/d)
M
SD
p
293.2 227.1 0.07
224.3 227.2

Milk servings
(cups/d)
M
SD
pa
0.98 0.76 0.07
0.75 0.76

All Males (n = 81)
All Females (n = 69)

1,215 518.1
1,054 477.2

0.05

251.3
265.5

214.4 0.71
246.5

0.84
0.89

0.7
0.8

0.71

MV Males (n = 37)
Non-MV Males (n = 44)

1,317 554.8
1,128 474.4

0.10

280.3
226.9

180.3 0.27
238.6

0.93
0.76

0.6
0.8

0.27

MV Females (n = 36)
1,171 527.7 0.03
306.6 268.9 0.15
1.02 0.9 0.15
Non-MV Females (n = 33)
927 383.8
220.8 214.6
0.74 0.7
a
Significant differences (p < 0.05) between groups determined by independent sample t-test.
b
Milk vending (MV)
c
Two subjects without access to milk vending machines were removed from dietary analyses due to lack
of completion of questionnaire.
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Sixty-three percent of milk vending consumers met or exceeded the RDA for calcium
(Committee to Review Dietary Reference Intakes for Vitamin D and Calcium, Food and
Nutrition Board, 2011), compared to only approximately 43% of the non-milk vending
consumers, but these findings also did not reach statistical significance.
Males (n = 81) reported a higher amount of dietary calcium intake per day than females (n = 69,
p = 0.05; Table 2). Female non-milk vending consumers (927 + 384 mg/d) reported higher daily
calcium intake than female milk vending consumers (1,171 + 528 mg/d, p = 0.03). Although not
statistically significant, calcium from milk (307 + 269 vs. 221 ± 215 mg/d) and daily milk
servings (1.02 + 0.9 vs. 0.74 + 0.7 servings/d) were higher in female milk vending consumers
compared to female non-milk vending consumers. No significant differences in calcium intake,
calcium intake from milk, or milk servings were observed between male milk and non-milk
vending consumers.
In addition, there was an association between the frequency of past month milk vending
purchases and calcium intake from milk. The association persisted after adjusting for gender and
milk vending consumer status in the ANCOVA model (p < 0.001; Figure 1).

Daily calcium intake from milk
(mg)

Figure 1. Calcium Intake from Milk by Frequency of Past Month Milk Vending
Purchases
1000
800
600
400
200
0
None

1 time
2 times
4-12 times
Past month vended milk consumption

12+ times

Note: Values are means + standard error adjusted for gender and milk vending consumer
status determined by analysis of covariance (R2 = 0.186, p < 0.001).
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Discussion
The primary aim of this study was to determine the extent to which installation of milk vending
machines would improve milk and calcium intakes in students, compared to students living in
dormitories limited to non-milk vended beverages. In line with the study hypothesis, it was
demonstrated that daily calcium intake was higher in students who purchased from milk vending
machines in their dormitories versus the comparison group having access to only non-milk
vending within their dormitories. Although statistical significance was not achieved, daily
calcium intake from milk and daily servings of milk were also higher in milk vending
consumers. We also demonstrated a significant positive relationship between frequency of past
month milk vending purchase and calcium intake from milk, adjusting for gender and milk
vending consumer status. While causality cannot be inferred, this relationship provides
supporting evidence of the role of campus-based milk vending as a means to improve
milk/calcium intake in college vending consumers. This is of particular importance given that
the calcium intakes of college students range from 806 to 927 mg/d, which is lower than the
RDA (Hoffman, 1989; Horwath, 1991; Koszewksi & Kuo, 1996; Poddar et al., 2012).
We also demonstrated that overall dietary calcium intake (mg/d) was significantly higher in
female milk vending consumers versus the female non-milk vending consumer comparison
group. Although not statistically significant, female milk vending versus non-milk vending
consumers also had higher calcium intakes from milk and daily milk servings. These data
suggest that it might be beneficial to focus specifically on women – who are at greater risk for
developing osteoporosis and fractures later in life due to the unavoidable drop in levels of
estrogen during the postmenopausal years – as a target audience for promotion of campus milk
vending (Gass & Dawson-Hughes, 2006).
In the current study, male participants had a significantly higher calcium intake than female
participants. This finding is consistent with national statistics demonstrating that males are more
likely than females to have adequate calcium intakes from food sources (Ervin, Wang, Wright, &
Kennedy-Stephenson, 2004). The explanation for this observed gender gap in calcium intake is
not fully understood, but is likely attributable to high energy intakes of males and/or dietary
restriction of milk and other dairy products for dieting purposes in women (Barr, 1994;
Gammage, Francoeur, Mack, & Klentrou, 2009). Future efforts should focus on elucidating the
underlying explanation for this discrepancy in an effort to design interventions that are tailored
with specificity to the target audience.
The inconsistency in findings in the current study (i.e., statistical significance observed in
calcium intake between milk vending and non-milk vending consumers, but not calcium intake
from milk or milk servings) was unexpected and potentially weakens the impact of the findings,
but is offset by the following observations: 1) while significance was not achieved in calcium
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intake from milk and milk servings, these outcomes trended positively in the same direction as
calcium intake; 2) besides a trend towards significance in milk, there were no significant
differences in other food/beverage sources of dietary calcium between milk vending and nonmilk vending consumers; and 3) except milk vending, there were no significant differences
between groups in the places where non-milk vending consumers and milk vending consumers
reported making milk purchases. Future studies should incorporate a stronger study design (e.g.,
pre- and post-test) to conclusively determine the effect of milk vending on milk and calcium
intake.
There are limitations in the current study that warrant discussion. First, the number of
intervention sites was limited (2 dormitories). Future studies should examine whether the
effectiveness of this approach (increased access to milk and dairy products via milk vending as a
means to increase calcium intake) holds true on a broader scale by increasing the number of milk
vending machines on a given college campus. Also, the current study was conducted on a single
college campus, which limits the generalizability of findings.
Another study limitation was the difficulty in identifying a ‘true’ control group. The study
hypothesis was that milk and calcium intake would be higher among college students given
access to milk vending in their dormitory (milk vending consumers) compared to those lacking
access in their dormitory (non-milk vending consumers). As noted in the methods section,
without coordination with the current study, three other milk vending machines were installed on
campus in non-dormitory settings during the study period, to which all study participants had
access. It is possible that the non-milk vending consumers came into contact with and purchased
from these other milk vending machines on campus, which might have increased their
milk/calcium intake and minimized the potential difference between groups.
Also worth noting, a basic assumption was made that regardless of dormitory assignment,
similarities in diet and health behaviors would exist in the students sampled in this study. It is
possible, though, that the students surveyed in dormitories without milk vending machines were
not regular milk drinkers, whereas the students surveyed in dormitories with milk vending
machines were already consuming milk as part of their typical diet. In this case, the observed
higher calcium intake in the milk vending group could be the result of a selection bias (i.e., we
selected for milk drinkers in the milk vending group). It might be asserted that this particular
study limitation could have been overcome by surveying students in dormitories with access to
milk vending who chose to purchase non-milk vended beverages. However, the expectation was
that the dietary preferences and behaviors of these students would be similar to students who
would not purchase from milk vending machines, even if they had access to them in their
dormitory. To this end, the majority of non-milk vending consumers agreed or strongly agreed
that they like the taste of milk, and over half of students without access to milk vending within
their dormitory reported that they would be interested in purchasing from milk vending if
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installed. The data showing that food and beverage sources of calcium in the milk vending and
non-milk vending consumers were proportionally similar provides additional evidence to offset
this potential concern. Together, these findings provide evidence in favor of the conclusion that
the lower milk and calcium intakes observed in the non-milk vending group relate to the lack of
access to milk vending within the dormitory. Nonetheless, it might be valuable for future studies
to include a survey of students who have access to, but do not purchase from, milk vending
machines.
In summary, decreases in milk and calcium intake occur during the transition from late
adolescence to young adulthood (Bowman, 2002; Larson et al., 2009; Nelson et al., 2009; Storey
et al., 2006). One of the factors contributing to this decline is decreased accessibility of calciumrich foods and beverages (Larson et al., 2009). In the present study, we tested the hypothesis that
students who have access to and purchase from milk vending in their dormitory (milk vending
consumers) would have a higher milk/calcium intake than students who do not have access to
milk vending in their dormitory (non-milk vending consumers). We demonstrated a greater
overall calcium intake and a marginally higher calcium intake from milk and daily servings of
milk in college students who had access to and purchased from milk vending machines in their
residence halls (milk vending consumers), versus the comparison group of non-milk vending
consumers. Also, there was an association between the frequency of past month milk vending
purchases and calcium intake from milk after adjusting for gender and access to milk vending
within dormitories. In addition, female milk vending consumers had a mean calcium intake that
was significantly higher than their comparison counterpart of female non-milk vending
consumers. Other key findings are that many of those without access to milk vending within
their dormitory (non-milk vending consumers) reported liking the taste of milk and that they
would be receptive to purchasing vended milk/dairy products if made available. Furthermore,
students in the current study expressed interest in expanded healthy dairy vending options.
Collectively, these data suggest the value of future research dedicated to determining the
potential role of campus-based milk and dairy vending to improve milk and calcium intake in
college students.
References
Barr, S. I. (1994). Associations of social and demographic variables with calcium intakes of high
school students. Journal of the American Dietetic Association, 94(3), 260–269.
doi:10.1016/0002-8223(94)90366-2
Bowman, S. A. (2002). Beverage choices of young females: Changes and impact on nutrient
intakes. Journal of the American Dietetic Association, 102(9), 1234–1239.
doi:10.1016/S0002-8223(02)90273-7

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3
Feasibility of Milk Vending to Improve Calcium Intake

15
12

Burke, J. D., Reilly, R. A., Morrell, J. S., & Lofgren, I. E. (2009). The University of New
Hampshire’s Young Adult Health Risk Screening Initiative. Journal of the American
Dietetic Association, 109(10), 1751–1758. doi:10.1016/j.jada.2009.07.005
Buscher, L. A., Martin, K. A., & Crocker, S. (2001). Point-of-purchase messages framed in
terms of cost, convenience, taste, and energy improve healthful snack selection in a
college foodservice setting. Journal of the American Dietetic Association, 101(8), 909–
913. doi:10.1016/S0002-8223(01)00223-1
Byrd-Bredbenner, C., Johnson, M., Quick, V. M., Walsh, J., Greene, G. W., Hoerr,
S.,…Horacek, T. M. (2012). Sweet and salty: An assessment of the snacks and beverages
sold in vending machines on US post-secondary institution campuses. Appetite, 58(3),
1143–1151. doi:10.1016/j.appet.2012.02.055
Committee to Review Dietary Reference Intakes for Vitamin D and Calcium, Food and Nutrition
Board. (2011). Overview of calcium. In A. C. Ross, C. L. Taylor, A. L. Yaktine, & H. B.
Del Valle (Eds.), Dietary reference intakes for calcium and vitamin D (35–74).
Washington, D.C.: The National Academies Press. Retrieved from
http://books.nap.edu/openbook.php?record_id=13050&page=35
Ervin, R. B., Wang, C. Y., Wright, J. D., & Kennedy-Stephenson, J. (2004). Dietary intake of
selected minerals for the United States population: 1999-2000. Advance Data from Vital
and Health Statistics, 341. Retrieved from http://www.cdc.gov/nchs/data/ad/ad341.pdf
French, S. A., Jeffery, R. W., Story, M., Breitlow, K. K., Baxter, J. S., Hannan, P., & Snyder, M.
P. (2001). Pricing and promotion effects on low-fat vending snack purchases: The CHIPS
Study. American Journal of Public Health, 91(1), 112–117. doi:10.2105/AJPH.91.1.112
Gammage, K. L., Francoeur, C., Mack, D. E., & Klentrou, P. (2009). Osteoporosis health beliefs
and knowledge in college students: The role of dietary restraint. Eating Behaviors, 10(1),
65–67. doi:10.1016/j.eatbeh.2008.10.006
Gass, M., & Dawson-Hughes, B. (2006). Preventing osteoporosis-related fractures: An overview.
The American Journal of Medicine, 119(4), Supplement 1.
doi:10.1016/j.amjmed.2005.12.017
Harris, K. M., Gordon-Larsen, P., Chantala, K., & Udry, J. R. (2006). Longitudinal trends in
race/ethnic disparities in leading health indicators from adolescence to young adulthood.
Archives of Pediatrics and Adolescent Medicine, 160(1), 74–81.
doi:10.1001/archpedi.160.1.74
Hoerr, S. M., & Louden, V. A. (1993). Can nutrition information increase sales of healthful
vended snacks? Journal of School Health, 63(9), 386–390. doi:10.1111/j.17461561.1993.tb06167.x
Hoffman, C. J. (1989). Dietary intake of calcium, iron, folacin, alcohol, and fat for college
students in central Michigan. Journal of the American Dietetic Association, 89(6), 836–
838.
Horwath, C. C. (1991). Dietary intake and nutritional status among university undergraduates.
Nutrition Research, 11(5), 395–404. doi:10.1016/S0271-5317(05)80001-6

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3
Feasibility of Milk Vending to Improve Calcium Intake

16
13

Koszewski, W. M., & Kuo, M. (1996). Factors that influence the food consumption behavior and
nutritional adequacy of college women. Journal of the American Dietetic Association,
96(12), 1286–1288. doi:10.1016/S0002-8223(96)00337-9
Larson, N. I., Neumark-Sztainer, D., Harnack, L., Wall, M., Story, M., Eisenberg, M. E. (2009).
Calcium and dairy intake: Longitudinal trends during the transition to young adulthood
and correlates of calcium intake. Journal of Nutrition Education and Behavior, 41(4),
254–260. doi:10.1016/j.jneb.2008.05.001
Levitsky, D. A., Halbmaier, C. A., & Mrdjenovic, G. (2004). The freshman weight gain: A
model for the study of the epidemic of obesity. International Journal of Obesity, 28(11),
1435–1442. doi:10.1038/sj.ijo.0802776
Ma, J., Johns, R. A., & Stafford, R. S. (2007). Americans are not meeting current calcium
recommendations. American Journal of Clinical Nutrition, 85(5), 1361–1366. Retrieved
from http://ajcn.nutrition.org/content/85/5/1361.full.pdf+html
National Dairy Council. (2002). School milk pilot test: Estimating the effects of national
implementation. Retrieved from
http://www.nationaldairycouncil.org/SiteCollectionDocuments/child_nutrition/milkinsch
ools/pilotTest.pdf
Nelson, M. C., Neumark-Sztainer, D., Hannan, P. J., & Story, M. (2009). Five-year longitudinal
and secular shifts in adolescent beverage intake: Findings from Project EAT (Eating
Among Teens)-II. Journal of the American Dietetic Association, 109(2), 308–312.
doi:10.1016/j.jada.2008.10.043
Nelson, M. C., & Story, M. (2009). Food environments in university dorms: 20,000 calories per
dorm room and counting. American Journal of Preventative Medicine, 36(6), 523–526.
doi:10.1016/j.amepre.2009.01.030
Nicklas, T. A. (2003). Calcium intake trends and health consequences from childhood through
adulthood. Journal of the American College of Nutrition, 22(5), 340–356.
doi:10.1080/07315724.2003.10719317
Ouellette, C. D., Yang, M., Wang, Y., Yu, C., Fernandez, M. L., Rodriguez, N. R., & Chun, O.
K. (2012). Assessment of nutrient adequacy with supplement use in a sample of healthy
college students. Journal of the American College of Nutrition, 31(5), 301–310.
doi:10.1080/07315724.2012.10720424
Poddar, K. H., Hosig, K. W., Anderson-Bill, E. S., Nickols-Richardson, S. M., & Duncan, S. E.
(2012). Dairy intake and related self-regulation improved in college students using online
nutrition education. Journal of the Academy of Nutrition and Dietetics, 112(12), 1976–
1986. doi:10.1016/j.jand.2012.07.026
Quintiliani, L. M., Bishop, H. L., Greaney, M. L., & Whiteley, J. A. (2012). Factors across
home, work, and school domains influence nutrition and physical activity behaviors of
nontraditional college students. Nutrition Research, 32(10), 757–763.
doi:10.1016/j.nutres.2012.09.008

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3

17

Feasibility of Milk Vending to Improve Calcium Intake

14

Sebring, N. G., Denkinger, B. I., Menzie, C. M., Yanoff, L. B., Parikh, S. J., & Yanovski, J. A.
(2007). Validation of three food frequency questionnaires to assess dietary calcium intake
in adults. Journal of the American Dietetic Association, 107(5), 752–759.
doi:10.1016/j.jada.2007.02.007
Storey, M. L., Forshee, R. A., & Anderson, P. A. (2006). Beverage consumption in the US
population. Journal of the American Dietetic Association, 106(12), 1992–2000.
doi:10.1016/j.jada.2006.09.009
Strong, K. A., Parks, S. L., Anderson, E., Winett, R., & Davy, B. M. (2008). Weight gain
prevention: Identifying theory-based targets for health behavior change in young adults.
Journal of the American Dietetic Association, 108(10), 1708–1715.
doi:10.1016/j.jada.2008.07.007
Wood, W., Tam, L., & Witt, M. G. (2005). Changing circumstances, disrupting habits. Journal
of Personality and Social Psychology, 88(6), 918–933. doi:10.1037/0022-3514.88.6.918

Laura E. Monnat, M.S., R.D., C.D.N., is a Dietitian at the New York State Office for People
with Developmental Disabilities.
Angela M. Rose, M.P.H., M.S., is a Research Associate at The Ohio State University.
Julie A. Kennel, Ph.D., R.D., C.S.S.D., L.D., is the Director of the Dietetic Internship at The
Ohio State University.
Christopher H. Holloman, Ph.D., is an Assistant Professor of Statistics and the Director of the
Statistical Consulting Service at The Ohio State University.
Gail L. Kaye, Ph.D., is a Clinical Assistant Professor in Division of Health Behavior and Health
Promotion in the College of Public Health at The Ohio State University.
Carolyn W. Gunther, Ph.D., is an Assistant Professor and Extension State Specialist in the
Department of Human Sciences at The Ohio State University.

Acknowledgment
We thank Dr. Richard S. Bruno for his critical review of the manuscript. Funding for this
research was provided by the American Dairy Association Mideast, Columbus, Ohio. There are
no financial disclosures or conflicts of interests related to this study.

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3

18

Utilizing Short- and Long-Term Evaluation

15

Utilizing Short- and Long-Term Evaluation to Measure the Impact
of a Long-Standing, Multi-State Educational Venue
Lisa Franzen-Castle
Karla Jenkins
Aaron Berger
University of Nebraska-Lincoln
The purpose of this program evaluation was to utilize short- and long-term
surveys to measure the impact of a multi-state Range Beef Cow Symposium on
knowledge change and changes in beef cattle production practices. Symposium
participants completed end-of-session surveys and ranked their degree of
knowledge change, with a 36% return rate. Follow-up surveys were mailed to
past symposium participants who noted changes made to their production
practices, with a 23% return rate. For symposium survey respondents, 70% were
male, a majority were white, over 60% were under 50 years, and they represented
16 states. The estimated annual increase in profitability was positively associated
with symposium attendance. Participants gained knowledge across all topics
presented. For follow-up survey respondents, 86% were male, a majority were
white, 62% were between 50-69 years old, and they represented 9 states. The
estimated annual increase in profitability was positively associated with the
likelihood to make operational changes, as well as notable changes made to
genetics and selection, marketing options and plans for cattle, risk management,
and time of calving. Over 70% made notable changes to cattle genetics, nutrition,
health, marketing, replacement heifer development, and range management. By
using short- and long-term evaluation methods, information was gained on
current and past attendee’s conceptual and instrumental knowledge acquisition
and provided a context for how the knowledge was used.
Keywords: evaluation, program planning, range management decisions
Introduction
Cattle ranchers, industry personnel, and Extension educators and specialists need current,
practical production information that is relevant to range beef cow production in the Great Plains
region so they can make knowledgeable decisions that will improve natural resource
management and ranch profitability. As a result, University of Nebraska-Lincoln (UNL)
Extension and Extension programs from South Dakota, Wyoming, and Colorado have partnered
to provide the Range Beef Cow Symposium (RBCS) for the past 40 years. The RBCS is a
Direct correspondence to Lisa Franzen-Castle at lfranzen2@unl.edu
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biennial event which began in 1969 at Chadron, Nebraska. This three-day educational
experience is a cooperative effort between the Extension programs and Animal Science
Departments of UNL, Colorado State University, South Dakota State University, and the
University of Wyoming. Each university takes turns hosting the event in their state.
Presentations and interactive sessions are made by Extension specialists, industry personnel, and
producers on a wide range of topics related to beef production. Approximately 600-800 people
attend this event to learn about industry issues, policy, market conditions, and current unbiased,
research-based information that can be applied to their operations.
Approximately 588 million acres of pasture and rangeland exist in the United States (US) (Risk
Management Agency, 2013). The majority of the land in the western US rangelands is typically
highly erodible, subject to relatively low rainfall, and therefore, not conducive to farming
(Natural Resources Conservation Service, 2013). However, these rangelands commonly
contribute to the global food supply through grazing by US beef cattle herds (National
Agricultural Statistics Service, 2013). In 2012, the US beef cattle inventory was approximately
89 million head, with 29.3 million of those being beef cows (National Cattlemen’s Beef
Association, 2013). Beef cattle production is a business of the private sector. Therefore,
information that enables those in the beef industry to improve business practices, consumer
relations, and animal husbandry is crucial. Since 1969, the RBCS has provided information
based on university research and industry leaders’ experiences to help producers improve
operations. Historically, this information has included updates on US policy and legislation that
may impact the beef industry, economic projections for commodity and cattle prices, and updates
on global markets and impacts that may occur. Also, research updates are given in the areas of
nutrition, genetic selection, herd health, range management, labor issues, and generational
transfer of family businesses. Although this event has been well-received and attended, shortand long-term evaluation of this programmatic effort has not been previously documented.
Extension personnel are expected to evaluate programmatic efforts because of requirements at
the state and federal level (Lamm, Israel, Diehl, & Harder, 2011). With the Government
Performance Review Act (GPRA) and the Agricultural Research, Extension, and Education
Reform Act (AREERA) passing, Extension systems have added evaluation capacity-building to
their professional development agenda and are encouraging personnel to incorporate evaluation
into programing for enhanced accountability (Franz & Townson, 2008). Unfortunately,
evaluation attempts have been marginally improved within Extension, and on a federal level, the
system continues to produce reports composed of contacts made and program reactions, as
opposed to changes in behavior and potential long-term social, economic, and environmental
changes (Franz & Townson, 2008). Within Extension, the evaluation aim needs to be moved
away from accountability-driven assessments and instead focused on designing and utilizing
evaluations to not only understand program accomplishments, but also the trials faced, so future
activities can be guided in an informed and positive way (Cronbach, 2000).
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The purpose of this program evaluation was to utilize short- and long-term surveys to measure
the impact of a multi-state Range Beef Cow Symposium on knowledge change and changes in
beef cattle production practices. Another goal of the program evaluation was to identify gaps in
subject areas where additional information and education would be beneficial for participants.
Methods
Participants were adults attending the 2011 symposium (end-of-session surveys) and those who
had attended symposiums prior to the 2011 event (follow-up surveys collected in spring/summer
2011). This program was available to all adults who registered. The 2011 symposium was held
in Mitchell, NE for three days at the Scotts Bluff County Fairgrounds. This Extension program
did not exclude any adults from participating. The Institutional Review Board (IRB) at UNL
approved this program evaluation project. Microsoft Excel was initially used to house all of the
survey responses. Data were then coded and transferred into the Predictive Analytics SoftWare
(PASW, version 17) program. Descriptive statistics computed included means, standard
deviations, frequencies, and percent responses. Data were not normally distributed and were
compared using a non-parametric, two-related samples test with a Wilcoxon Signed-Ranks Test.
The associations among responses were investigated by Spearman correlation. Level of
significance for all analyses was set at p < 0.05.
Symposium Survey (End-of-Session)
Program participants who voluntarily signed up for the symposium (n = 572) were encouraged to
fill out end-of-session surveys, but were not required to complete surveys as part of their
participation. Surveys from 206 participants were returned (36% return rate). A quiet space was
available for participants to take surveys at the end of each session (Tuesday, November 29,
2011; Wednesday, November 30, 2011; and Thursday, December 1, 2011). The surveys did not
ask for participants’ names and took 10-15 minutes to complete. Participants were verbally
informed at the symposium about the survey and its purpose. Survey questions included
occupation, beef production segments, number of head for each cattle class, number of acres,
changes to operation based on knowledge gained (Likert scale from Not likely to Very likely),
knowledge level before and after presentation topics (Likert scale from Nothing to Significant
knowledge), previous attendance, whether the topic was relevant to their business, perceived
speaker knowledge and presentation skills, additional feedback, geographic location, gender,
ethnicity, and age.
Those who turned in end-of-session surveys were given a raffle ticket which made them eligible
to win prizes in a random drawing. Examples of prizes included coffee mugs, pens, baseball
caps, and bags. When a participant turned in a survey at the end of the session (on Tuesday and
Wednesday), he/she was given a raffle ticket with a number on it. A random drawing was
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completed to select the prize winner the next morning (Wednesday and Thursday). On the last
day (Thursday), name badges for those who turned in a survey at the end of the day were put into
a drawing, and someone was randomly selected for a prize that was mailed to him/her.
Past Participant Survey (Follow-up Survey)
For the follow-up surveys, a mailing list was compiled from past participants; similar
information that was used to verbally address symposium participants was included in the
follow-up cover letter explaining the purpose of the survey. Hard copies were mailed to past
participants (n = 400) who were identified as producers and voluntarily provided their mailing
address. Surveys from 90 producers were returned (23% return rate). A pre-stamped and
addressed return envelope was provided; return envelopes were shredded upon receipt.
Producers were requested to return the surveys within three weeks of receipt. Follow-up surveys
took approximately 10-15 minutes to complete. No names or identifying information were
collected. Survey questions included occupation, beef production segments, number of head for
each cattle class, number of acres, changes to operation based on knowledge gained (Likert scale
from Not likely to Very likely), estimate of annual increase in profitability, degree of change
made to their operations as a result of knowledge gained from attending past RBCS’s on a scale
of 1 (No change) to 5 (Significant change), an open-ended question on most notable changes
made, geographic location, past symposium attendance, gender, ethnicity, age, and any
additional comments.
Results
Symposium Survey (End-of-Session)
Demographics. Seventy percent of survey respondents were male and 30% were female, with
the majority being White (Not Hispanic). Over 60% were under the age of 50, and the majority
fell within the 30-39- and 40-49-year-old age categories. On average, respondents had attended
the RBCS event 3 times. Respondents were from 16 different states, with the majority from
Nebraska (33%), Colorado (15%), South Dakota (14%), and Wyoming (13%). About half of
participants self-identified as producers (54%), with Extension agent/educator at 13%, and
students at 11%. Seventy percent or more reported that cow-calf, replacement heifers, and
weaned calves were beef production segments in their operations or that they served as a
consultant in that area. Producers and consultants/educators were separated out in the
comparative analysis to more accurately reflect number of head for each class of animal and
number of acres owned, managed, or influenced. Those who self-identified as students were
excluded from this analysis. Consultants/educators covered a much broader range of number of
head for each class of animal and number of acres owned, managed, and influenced compared to
producers.
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Quantitative. As a result of knowledge gained from the RBCS symposium, about 55% reported
being Likely to Very likely to make changes in their operation. No significant differences (p >
0.05) were detected between producers and consultants/educators regarding likelihood to
implement changes. As a result of knowledge gained, 41% of respondents estimated an annual
increase in profitability to beef enterprises (dollars per head), ranging from as low as $5 to as
high as $12,000, with an average of about $500 per respondent. No significant differences (p >
0.05) were detected between producers’ and consultants’/educators’ estimation of an annual
increase in profitability to beef enterprises. Based on post-pre survey questions, significant
differences in responses were detected (p < 0.001), indicating knowledge gain in all topic areas
presented (Table 1). On average, participants were Neutral to Agreed that topics presented were
relevant to their business and Agreed to Strongly agreed that speakers presented well and were
knowledgeable on their topic (Table 2).
Number of times attended was positively associated with age (r = 0.50, p < 0.01). Estimated
annual increase in profitability to beef enterprise (dollars per head) was positively associated
with likelihood to make changes to their operation based on knowledge gained from RBCS (r =
0.27, p < 0.05).
Table 1. 2011 Symposium End-of-Session Survey Results: Knowledge Level Before and
After Presentations (n = 206)
Before
After
Topic
(M ± SD)
(M ± SD)
Land use decisions, ownership, and control
3.17 ± 0.9
3.96 ± 0.8
Land/Enterprise ownership transfer
3.13 ± 0.9
3.87 ± 0.8
Genomics for the rancher
2.54 ± 1.0
3.45 ± 0.9
Implementation of marker assisted Expected Progeny
2.60 ± 1.0
3.56 ± 0.9
Differences (EPD's)
Feed efficiency - How is it used in cow herd
3.02 ± 0.9
3.72 ± 0.8
Importance of steak origin to restaurants
2.71 ± 0.9
4.00 ± 0.7
Capturing added value for the calves produced
3.33 ± 0.9
3.99 ± 0.7
Adding value to calves - age and source verified
3.36 ± 1.0
4.03 ± 0.8
Cutting through the myths to feed the population
2.90 ± 0.9
3.91 ± 0.8
Activities and benefits from exporting beef
2.90 ± 0.9
3.88 ± 0.7
50 years of beef reproduction through my eyes
2.93 ± 1.0
4.19 ± 0.7
Note: Likert scale used for knowledge level before and after presentation topics was from 1 = Nothing
to 5 = Significant knowledge. Two-related samples test with a Wilcoxon Signed-Ranks Test found all
means significantly different at p < 0.05 level.
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Table 2. 2011 Symposium End-of-Session Survey Results: Relevance to Attendee’s Business
and Speaker’s Perceived Knowledge and Presentation Effectiveness (n = 206)
Relevance
Speaker
Topic
(M ± SD)
(M ± SD)
Land use decisions, ownership and control
3.85 ± 1.1
4.38 ± 0.7
Land/Enterprise ownership transfer
3.84 ± 1.1
4.14 ± 0.9
Genomics for the rancher
3.44 ± 1.1
4.34 ± 0.8
Implementation of marker assisted EPD's
3.48 ± 1.0
4.44 ± 0.7
Feed efficiency - How is it used in cow herd
3.90 ± 0.9
4.25 ± 0.8
Importance of steak origin to restaurants
3.67 ± 0.9
4.46 ± 0.7
Capturing added value for the calves produced
4.01 ± 0.8
4.32 ± 0.8
Adding value to calves - age and source verified
3.98 ± 0.9
4.33 ± 0.8
Cutting through the myths to feed the population
3.68 ± 1.1
4.40 ± 0.8
Note: Likert scale used for topic relevance to attendee’s business and the speaker’s perceived knowledge
and effectiveness of presenting the topic was from 1 = Strongly disagree to 5 = Strongly agree.

Qualitative. Seven themes came from the qualitative information reported on the end-of-session
survey in the additional comments section. Themes included that the symposium was a learning
opportunity/educational experience, there were issues with planning and location logistics,
vendors were a distraction from symposium presentations, supplemental symposium information
was desired, a better balance between the application and science was wanted, suggestions for
improving panel presentations were provided, and ideas and topics for future programming were
suggested. Table 3 contains selected quotes by theme from the end-of-session survey.
Table 3. Selected Quotes by Theme from 2011 Symposium End-of-Session Surveys
“As a student who has done research on the industry, knowing a decent amount, I have
learned SO much in addition to my education. A great opportunity.”
“Good job! Speakers and presentations covered broad spectrum of the cattle business!”
“Enjoyed source verified, important to keep in mind the HOW, information on
Estate/management transfer was excellent and needs to be repeated in many more
places.”
“This has been a very educational experience and I really enjoyed all of the speakers.
They gave me a lot of information to think about and have sparked many ideas for me
to use as a future producer and agricultural instructor.”
Planning and “Shorten length of day to two days, have more producers on program.”
Location
“Three days is too long for this event in this day and age of higher costs and shrinking
Logistics
budgets. Make it 2 days MAX! Start at 10 am on Day 1 and end at 4 pm on Day 2 so
people can drive in/out and would only have 1 night hotel.”
“Need to have exact street address for meeting so those of us who have GPS can use it
and find the meeting.”
“Put maps in future symposium, flyers and handbooks.”
Learning
Opportunity/
Educational
Experience

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3

24

Utilizing Short- and Long-Term Evaluation

21

“Vendors need to watch noise level during proceedings.”
“By the end of Wednesday, lots of people were visiting with vendors during speakers.
With the setup of only tarps separating the two, this was distracting.”
“Good vendors. Is it possible to add or change each day to offer something different?
We need the breaks; by this afternoon (or am) we've seen and talked to all.”
“Noise from vendor area was very distracting during presentations. We are here for
the presentations not the trade shows.”
“I would like more charts in the booklet. Most of the presentations used charts we
Symposium
don't have to look at and study in this book.”
Information
Provided
“Most speakers just read what was already printed in program book. Share something
in addition to what we can read.”
“I believe proceedings would have more value if in form of slide handouts rather than
written proceedings, easier to follow, take notes and refer back to later.”
“XX speaker needs to prepare better and speak on topics relevant and applicable
Balance
instead of going into the science.”
Between
Application
“XX speaker went over my head in details instead of day to day applications.”
and Science
“Marker Assisted EPD (Expected Progeny Difference) and Feed Efficiency - not
practical enough - too academic. Switch these out and get hands-on speakers.”
“For the average producer, the presentations involving significant technicalities were
probably over their heads. As an older person, I appreciate the topics on transferring
control and ownership of cows, machinery, and land.”
“It would have been nice to have a panel discussion with questions for each of them
Panel
Presentations to answer.”
“Don't have three speakers retell the same story. If you have a panel, have all three at
the table.”
“Panel members should have been directed to give high points relative to topics, 10
minutes would have been more appropriate than 15 and then have a summary to close
that session.”
“Topics to cover: bale grazing, beef quality audit, agricultural tourism, feeding
Suggestions
company products, designing cattle handling facilities, marketing mistakes.”
for Future
Programming “Offer beef cattle reproduction topics to be part of each year’s program.”
“Need speaker on fetal programming.”
“More value in information of genetics, methods of production and transfer of owners
instead of value realized in dollars of profit. Too much duplication of ownership,
transfer information.”
“Ideas for future programs: herd health, more veterinarian input, suggest Estate
Planning.”
Vendors and
Distractions
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Past Symposium Participants (Follow-up Surveys)
Demographics. Eighty-six percent of respondents were male and 14% were female, with the
majority being white (Not Hispanic). Sixty-two percent fell into the 50-69-year-old age
category. Approximately 20% were less than 49 and greater than 70 years old. On average,
respondents had attended the RBCS event 5 times. Respondents reported living in 9 states, and
the majority lived in Nebraska (31%), Wyoming (21%), Colorado (20%), and South Dakota
(17%). Eighty-seven percent reported their main occupation was a producer. Seventy percent or
more reported that cow-calf, replacement heifers, and weaned calves were beef production
segments in their operation, or they served as a consultant in that area. Producers and
consultants/educators were separated out to more accurately reflect number of head for each
class of animal and number of acres owned, managed, or influenced by category. In some cases,
the average reported was drastically different between categories, and separating the information
helped decrease the overlap in reporting.
Quantitative. As a result of knowledge gained from past RBCS’s, 64% reported being Likely to
Very likely to make changes in their operation (Table 4 on the next page). No differences (p >
0.05) were detected between producers and consultants/educators regarding likelihood to
implement changes. As a result of knowledge gained, 85% of respondents estimated an annual
increase in profitability to beef enterprises (dollars per head). The average increase reported was
between $25-30 per respondent. No differences (p > 0.05) were detected between producers’
and consultants’/educators’ estimation of an annual increase in profitability to beef enterprises.
Approximately 68% reported Some to Major changes in operations as a result of knowledge
gained for genetics and selection, cattle nutrition, range and forage management, herd health care
and management, marketing options and marketing plans for cattle, and reproductive
management. Fifty percent reported Some to Major changes for replacement heifer
development. Minor to Some changes were reported for ranch business management and
planning and use of technology on the ranch at about 64%. No to Some changes were reported
for business and family working relationships, added enterprises, and risk management at
approximately 84%. Minor to Major changes for changes in time of calving was 53%.
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Table 4. Follow-up Survey Responses from Past Symposium Participants: Changes in
Operations Made as a Result of Knowledge Gained from the RBCS
Changes
Genetics and Selection (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
Cattle Nutrition (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
Range and Forage Management (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
Herd Health Care and Management (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
Marketing Options and Marketing Plans for Cattle (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
Reproductive Management (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
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Responses (n = 90)
2.95 ± 1.1
14%
18%
31%
32%
5%
3.44 ± 0.9
5%
11%
32%
42%
10%
3.11 ± 1.0
11%
13%
34%
39%
4%
3.24 ± 1.0
9%
13%
30%
42%
6%
2.93 ± 1.1
12%
18%
38%
26%
5%
2.99 ± 1.2
15%
16%
31%
30%
8%
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Changes (continued)
Ranch Business Management and Planning (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
Business and Family Working Relationships (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
Use of Technology on the Ranch (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
Added Enterprises (yearlings, recreation, etc.) (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
Risk Management (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
Time of Calving (M ± SD)
No change
Minor changes
Some changes
Major changes
Significant changes
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Responses (n = 90)
2.85 ± 1.1
12%
23%
40%
16%
9%
2.48 ± 1.2
27%
25%
27%
17%
5%
2.74 ± 1.0
11%
29%
37%
21%
2%
2.17 ± 1.1
38%
22%
28%
8%
4%
2.37 ± 1.0
23%
34%
28%
14%
1%
2.44 ± 1.4
38%
15%
20%
18%
9%
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Changes (continued)
Responses (n = 90)
3.07 ± 1.1
Replacement Heifer Development (M ± SD)
No change
11%
Minor changes
21%
Some changes
29%
Major changes
28%
Significant changes
11%
Note: Likert scale used for questions regarding changes made to operations based on knowledge gained
was from 1 = No change to 5 = Significant changes.

Estimated annual increase in profitability to beef enterprise (dollars per head) was positively and
significantly associated with how likely participants were to make changes to their operation (r =
0.38, p < 0.01), genetics and selection (r = 0.43, p < 0.01), range and forage management (r =
0.24, p < 0.05), marketing options and marketing plans for cattle (r = 0.28, p < 0.05), risk
management (r = 0.36, p < 0.01), and time of calving (r = 0.36, p < 0.01).
Qualitative. Participants were asked to list the most important changes made to their operation
as a result of information or knowledge gained from the RBCS. They were also asked how those
changes improved profitability, natural resources, or quality of life for them as an individual, as
well as for their family. The overarching theme produced from qualitative data was that
participants reported improved resource management through different techniques and changes
in operations, which translated into increased profitability and sustainability and more quality
time with family. Changes in operations noted were moving calving dates, heifer development,
alterations in feeding practices, and selection of genetics. Respondents also reported on the longterm value of the education received.
Many commented that education and implementation of moving calving dates resulted in better
utilization of resources, increased market flexibility, and improved family life. As one
respondent stated, “Our cowherd used to calve in February and March and be on full
supplemental feed February through April. We moved our calving season to May and June and
went to grazing our cows 12 months of the year rather than 9 months, and the cows only receive
supplemental protein in the last trimester of pregnancy. A $42,000 savings on supplemental feed
last year!” Others specifically reported on improved quality of life by changing calving dates,
such as having a “better family life” and “quality time with grandchildren.”
Survey respondents reported changes in feeding practices resulted in better resource management
and increased profits. As one respondent commented, “The RBCS is where I first learned about
limited feeding of grain products to replace hay. It has lowered my feeding expenses during
drought, high hay prices, and years with poor hay production.” Some also reported that
information and knowledge gained through past symposiums gave them the confidence to make
significant shifts in their practices with regards to feeding practices. As one reported,
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“Developing heifers on a limited DDG [dried distillers grains] and alfalfa/millet hay ration was
probably the biggest change we made after the 2007 and 2009 RBCS. We would not have had
the knowledge or the confidence to do so without the RBCS.” Participants reported positive,
long-term impacts because of education they received at symposiums and modifications made
related to changes in feeding practices.
Many participants reported that selection of genetics greatly improved herd health, management
practices, and produced a more profitable cattle production in the industry. As one reported,
“Selection of genetics has been the most important by using EPD [expected progeny differences]
and all things relating to it. Herd health is very important. I feel we saved more animals by
using the right medication.” Another stated, “I learned more about genetic selection. I made
changes in the nutrients I fed to my cattle and the importance of maintaining a more healthy
cattle herd. It has helped my calving percentage, and I have healthier calves.” Respondents took
information on genetics and applied it to their operations, which resulted in healthier animals and
profits.
Overall, several respondents reported the education received at these symposiums was invaluable
to their operations and pushed them to continually improve their management practices. One
respondent commented, “The long term value of continuing education is hard to put a dollar
amount on, but it is there. Thought-provoking data and information that makes me question my
own ways has value, even if I don’t change those ways.” Many stated the symposiums are a
great vehicle for staying abreast of a variety of topics and issues relevant to operations. One
reported, “RBCS have more value than any one item. In this business, knowledge is power, if
you think you know it all, your business will suffer. There are many things I am keeping track of
or sampling from past RBCS. I have gained so much knowledge from past RBCS I couldn’t
begin to put a value on it.” Many participants reported feeling smarter about decision-making
processes related to a variety of management practices because of the education and information
received from attending this event.
Discussion
Throughout this program evaluation process, important changes were made to the end-of-session
survey delivery, and instituting a follow-up survey provided invaluable companion and longterm impact data for this programming effort. End-of-session surveys were collected daily
throughout the symposium, and a material incentive was provided for turning in surveys,
whereas in previous years, only one survey was collected at the conclusion of the meeting on the
last day with no incentive provided. By collecting surveys daily and providing an incentive, a
much greater return rate was noted. Incentives, whether financial or material, can improve
questionnaire response rate, demonstrate respect and appreciation for participants’ time and
effort, and convey trust (Centers for Disease Control and Prevention [CDC], 2010). This type of
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raffle incentive was chosen because it was more affordable, given this was not originally
budgeted into the event, and it was easy to implement (CDC, 2010). Historically, a segment of
participants would leave the meeting early on the last day, and waiting to collect surveys until
the very end was decreasing the return rate.
Typically, end-of-session surveys were the only questionnaire format used to collect impact data
on symposium efforts. These surveys are useful for providing immediate feedback on what did
and did not work, information on improving current and future programs, and helpful
information for accountability reporting, as well as demonstrating to participants and
stakeholders the value of their input (Taylor-Powell & Renner, 2000). However, by conducting
a follow-up survey of past participants, knowledge gained from symposium efforts and longterm impacts and changes made as a result of that knowledge could be documented. Compared
to interviews, mailed questionnaires are the least expensive method in terms of time and money,
but typically yield the lowest return rates (Hager, Wilson, Pollak, & Rooney, 2003). Because
this format allows researchers to attain information from a large sample, gives respondents time
to contemplate their responses, potentially allows anonymity of respondents, helps reduce
interviewer bias, and has geographic flexibility, mailed questionnaires are a common selection
among survey researchers (Christianson & Tortora, 1995; Greer, Chuchinprakarn, & Seshadri,
2000; Kennedy & Vargus, 2001). As public funding declines and competition for grant dollars
increases, Extension programs need to be able to produce substantial, measureable program
outcomes and impacts (Hachfeld, Bau, Holcomb, & Craig, 2013).
Unfortunately, there is often a lack of documentation for evidence of behavior change or greater
impacts on society through program evaluation. Too often, program evaluation only collects
information on items such as inputs, activities, people, involvements, and reactions or knowledge
changes without assessing higher-level changes (Stup, 2003). A review of Extension outcome
studies published in the Journal of Extension over 5-year increments (1965-69, 1975-79, 198589, 1995-99, and 2005-09) found that 88.5% of the articles documented evidence above
participation level, and almost two-thirds were measuring outcomes, although only 5.6%
documented long-term outcomes (Workman & Scheer, 2012). By conducting short- and longterm program evaluation, this Extension symposium evaluation effort is moving towards
documenting impacts in knowledge gain and behavior change of participants and demonstrating
how those combined components may result in sustainable, profitable changes that not only
benefit the individual, but also the family unit and the state.
In a heavily quantitative research field, such as range and beef systems management, qualitative
data may not be viewed as an important piece of the program development puzzle. However,
utilizing open-ended questions on end-of-session surveys and follow-up surveys provided unique
program impacts and demonstrated areas for improvement. Asking participants to check which
practices they implemented can help draw conclusions about economic consequences, but the
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personal impact of applying recommended modifications can best be conveyed in the
participants' own words (Olney & Barnes, 2006; Smith & Lincoln, 1984). When conducting a
quantitative impact study, having personal accounts of what is being measured can make
quantitative data more meaningful and provide a reader of the evaluation report with improved
understanding of how the program worked and/or what the effects were (Olney & Barnes, 2006;
Smith & Lincoln, 1984). Participants showed gains in knowledge from the symposium, but
several commented on wanting a better balance between the application and research/science
behind it. For example, some producers said they did not prefer the producer panel on the
program, and some commented they wanted more industry experience on the program and fewer
university speakers. On the other hand, some said that they loved the research updates or
reported wanting the research update, but asked for speakers to put their data into more producerfriendly terms. Varying responses indicate that there is a broad array of clientele and
perspectives represented at these meetings, and finding a balance between the research and
application is something that needs to be a part of the planning process for future meetings.
Conclusions
Information presented at RBCS tracks with the research conducted, and through initial
evaluation of these symposiums, evidence of utilization has been indicated. The symposium
pays careful attention to focus on validated, unbiased, and research-based information and
techniques from which clientele would benefit. By using short- and long-term evaluation
methods, information was gained on attendee’s conceptual and instrumental knowledge
acquisition and provided a context for how the knowledge was used. Unless evaluation attempts
to measure both kinds of knowledge gained, it is difficult to understand the real world impact of
Extension programs on attendees. Further refinement of the evaluation process at the short- and
long-term level needs to be established so impacts can be better defined and assessed.
Implications of Work: Lessons Learned
Increasing Return Rate for the RBCS End-of-Session and Follow-up Surveys
Only hard copies of surveys were available for end-of-session questionnaires; making the survey
available in an electronic format (compatible with mobile devices such as tablets and phones)
might have increased participation. There is also room to experiment with adjusting incentives
or providing a variety of financial and material incentives. Sending post card reminders and/or
conducting follow-up phone calls with past participants would have provided another way to
collect impact data and would have likely resulted in a higher percentage of past participants
providing feedback. Additionally, an on-line version of the survey could have been made
available to garner more responses. Increased variety of survey delivery formats and reminders
would have likely increased the response rate and decreased the potential non-response bias.
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Including Evaluation Efforts into the Programming/Event Budget
In the future, evaluation efforts such as these will be incorporated into budget planning. Funds
for items such as postage, return postage, labor of office assistant/student, and time needed for
follow-up phone calls will be included into the cost of programming to cover budgetary needs.
Additionally, costs related to the evaluation component will be incorporated into future grant
applications. Having these funds up front will help increase the thought and planning of the
evaluation, improve response rate, and better estimate the impact of programming by decreasing
the non-response bias.
Collecting Qualitative and Quantitative Information
Collecting qualitative information in the form of open-ended questions was beneficial; however,
it is important to add more detail in some cases to help direct/guide participants. For example,
the comment section at the end-of-session surveys was left open with no specifics about desired
information. There was a mix of logistic and programmatic comments and it would have been
beneficial to have separate questions, one requesting issues with symposium logistics (e.g.,
temperature, food, and meeting space) and another on programmatic issues (e.g., program
content, delivery, and speaker quality). In the future, putting more emphasis on encouraging
people to fill out open-ended questions is needed, orally (at sessions) and in writing on survey
documents about why this information is important and how it is used.
Training on Evaluation and Analysis for Extension Programming
Many Extension personnel in agricultural fields are familiar with evaluation, planning, and
analysis techniques for field work related to crop and animal experiments but are not as familiar
with conducting evaluation, planning, and analysis of clientele feedback. Working with an
evaluation specialist or specialist with experience in program evaluation, even though it may be
in a different content area, can be an extremely beneficial and interesting collaboration. By
combining the expertise of program planning and evaluation with knowledge about audience
preferences and event/programming details, Extension personnel across different fields can
combine their talents and perspectives to garner participant feedback and impact.
Separating Out Participant Categories to More Accurately Reflect Data
Initially, all participant responses for end-of-session and follow-up surveys were combined.
After separating out participants by self-selected occupational categories, differences were noted.
Because participants self-selected occupational categories, this allowed for the detection of
differences between responses. No differences were found between producers’ and
consultants’/educators’ responses on knowledge gained and with regards to profitability, which
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validates/confirms that education provided by consultants and educators is on track. If
differences had been detected, this would have prompted a need to recalibrate how profitability
is being measured because it is important not to falsely overestimate or underestimate
programmatic efforts.
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Characteristics and Motivational Factors of Effective
Extension Advisory Leaders: Implications for Building
Strong Extension Advisory Councils
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The purpose of this study was to determine the characteristics and motivational
factors of effective Extension advisory leaders. This Delphi study was conducted
with a selected group of County Extension Directors and a group of Extension
State Advisory Leaders. The study identified 10 characteristics that distinguish
an effective Extension advisory leader. Some of these characteristics are explicit
and easy to observe, while others are implicit and difficult to directly observe.
Therefore, it is practical to use directly observable characteristics of effective
advisory leaders when selecting volunteers. Once potential volunteers are
spotted in the community, implicit characteristics of effective advisory leaders
should be used to further screen them before they are selected. The study also
identified the eight most important factors motivating individuals to volunteer as
effective advisory leaders. Understanding these motivational factors is helpful for
creating an environment for attracting and retaining effective volunteers.
Understanding their motivation for volunteer work and creating an environment
for them to meet the motivating factors for volunteering will lead to volunteer
satisfaction and retention. The findings of this study can be used to build strong
Extension advisory councils.
Keywords: characteristics, motivators, Extension advisory leaders, building
advisory councils
Introduction
The volunteers who provide advisory inputs and assist Cooperative Extension in programming,
marketing, advocacy, and resource development are referred to as Extension advisory leaders.
Direct correspondence to K. S. U. Jayaratne at Jay_Jayaratne@ncsu.edu
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These volunteers provide much needed services to Extension in which they give their time,
resources, and talents. Often individuals are motivated to volunteer for more than one reason. A
volunteer manager needs to understand that individuals have their own reasons for volunteering,
and these needs can sometimes be very complex (Ellis, 1994). Some use volunteering as a way
to keep busy and focus on positive things (Clary et al., 1998). According to Walker (1991),
volunteers like to be a part of something that is valuable. Some volunteer to fulfill the need to
achieve and help others. Fisher and Cole (1993) identified three theories of motivators for
volunteerism: personal fulfillment, helping others, and receiving benefits (e.g., receiving
recognition and obtaining self-fulfillment).
A study by Braker, Leno, Pratt, and Grobe (2000) examined the benefits of volunteering for
Extension and found volunteers receive several benefits from volunteering. These include
education, opportunity to help others, social contacts, self-esteem, and getting to spend time with
their own children. Wolford, Cox, and Culp (2001) examined reasons people volunteer for
Extension programs in Ohio and found volunteers want to be in an environment where they can
learn and help others. Volunteers need to know their efforts make a difference. According to
Deppe and Culp (2001) who explored Extension 4-H agents’ perception of volunteer
administration in Ohio, recognition is an important motivator for volunteers. In a study to
determine motivational factors of Extension 4-H volunteers in Ohio, Culp and Schwartz (1999)
found 4-H volunteers like to be affiliated with a good organization and have the opportunity to
participate with their children; they also found volunteers need to be valued and recognized.
Yoshioka, Brown, and Ashcraft (2007) cited opportunities for education, helping others, and
social interaction as motivators of seniors for volunteering. According to Bolton (1992),
Extension advisory leaders must have a willingness to serve the organization. Often they have a
strong desire to help others. They must believe in the mission of the organization, and their
schedule must allow them to serve. A commitment needs to exist for the Extension advisory
leaders to effectively carry out their duties (Gamon, 1987).
A study by Fritz, Barbuto, Marx, Etling, and Burrow (2000) examined motives and recognition
strategies of Extension 4-H volunteers in Nebraska and indicated 4-H volunteers tend to be
around middle age and have a commitment to 4-H. Volunteers are often outgoing and social.
Meeting new friends and working with friends are advantages to volunteering. Volunteers that
meet new people and develop friendships are more likely to continue to serve (Ryan, Kaplan, &
Grese, 2001). Volunteers like to seize opportunities to do good things for others (Scheier, 2009).
According to Ebling (1985), successful Extension advisory groups need to have a balanced
membership (diverse race, gender, geographical area, etc.), an understanding of their role, and a
commitment to their assignment.
In times of declining resources and shifting of funding, volunteer advisory leaders are needed
more than ever to partner with Cooperative Extension to ensure that strong county Extension
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programs meet the needs of diverse clientele (Vettern, Hall, & Schmidt, 2009). According to
Seaman (1981), “when functioning effectively, the advisory group can be the most important
group in an agency or organization” (p. 19). Advisory leaders provide the necessary input to
ensure Extension programs are relevant and responsive to local needs. Extension advisory
leaders are passionate about the mission of Cooperative Extension. However, there is an
inconsistent level of effectiveness among advisory leaders. There is adequate research regarding
volunteerism; however, only limited research has been conducted to identify the characteristics
and motivational factors of effective Extension advisory leaders. This study provides
information to help fill this research gap.
Purpose and Objectives
The purpose of this study was to determine the characteristics and motivational factors of
effective Extension advisory leaders. The study aimed to achieve the following two objectives:
1. Determine the characteristics of effective Extension advisory leaders, and
2. Determine the motivational factors that cause individuals to be effective advisory leaders
for Cooperative Extension.
Methods
This is a part of a larger research study. The Delphi technique was used to conduct this
exploratory study. This type of exploratory research requires gathering information from
individuals who have expertise in a particular area. The Delphi technique has been designed to
facilitate this type of information gathering (McInturff, 2009). This methodology utilizes several
rounds of questionnaires with an expert panel. The process was developed as a technique to
examine future events (Custer, Scarcella, & Stewart, 1999). The Delphi technique gathers
information anonymously with a series of individual rounds designed to gain feedback from
experts. The intent is to receive consensus from the group (Dalkey & Helmer, 1963). Varying
numbers of rounds are used depending on the specific study (Skulmoski, Hartman, & Krahn,
2007).
Due to time limitation, this Delphi study was planned to be completed within three rounds of
surveying with selected panel members. The first round asked participants to brainstorm as
many answers as possible to one or more questions. Answers are compiled and sent back to the
group for round two, so respondents can evaluate the group responses and add more ideas if
feasible. At the end of the second round, an exhaustive list of responses was compiled.
Additional rounds may be necessary to reach consensus (Ludwig, 1997). In the third round, this
list was sent back to the group to receive their priority rating of the listed items.
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There are several advantages of the Delphi technique. Respondents are not influenced by
dominant members, sound is not distracting, and there is no pressure by the group to conform
(Dalkey, Rourke, Lewis, & Snyder, 1972). Another advantage is respondents can see all the
feedback and feel more connected to the process. Disadvantages of the Delphi technique also
exist. Some evidence suggests people tend to follow the norm after repeated rounds (Weaver,
1971). Since this method of research involves several rounds with questionnaires, responses can
be low, and it can take a lot of time to participate (Hsu & Sandford, 2007).
Two panels of experts were used for this study. One panel consisted of 20 State Advisory
Council members that volunteer for North Carolina Cooperative Extension Service. The other
panel consisted of 20 County Extension Directors employed by North Carolina Cooperative
Extension Service. County Extension Directors were recommended from each of Cooperative
Extension’s six districts by their District Extension Director based on their strong history of
support for the advisory leadership system. County Extension Directors and State Advisory
Council members who agreed to participate in the study were contacted.
As mentioned, this study utilized three rounds to gather data and reach a consensus. For round
one, each panel of experts received a group of questions that was administered through an online
survey. The questions were identified through careful study of the literature and needs that have
been expressed by State Advisory Council members and Extension Administrators. These
questions were reviewed by Extension education professionals for establishing the content
validity of questions to research objectives of the study. The following questions related to this
study were asked of the County Extension Directors:
1. What are the characteristics of effective Extension advisory leaders?
2. What are the motivational factors that cause individuals to be effective volunteers for
Cooperative Extension?
The following question related to this study was asked of the State Advisory Council members:
1. Why do you volunteer for North Carolina Cooperative Extension?
Findings
Round three was used to build consensus about the priority of each of the response categories.
Participants rated these categories with 1 = most important, 2 = second in importance, 3 = third
in importance, and so on for each question. Rating levels on this scale have been considered as
ordered response categories that are equidistant from each other. Therefore, descriptive
statistics, such as mean and standard deviation, were used to analyze the ratings for each of the
response categories. The lower the mean value, the greater the priority of rating on this scale.

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3

39

Characteristics and Motivational Factors of Effective Extension Advisory Leaders

36

The County Extension Directors were asked to rate the importance of the identified 20
characteristics for effective advisory leaders in Extension using a 20-point scale ranging from 1 =
most important to 20 = least important. The mean of responses ranged from 4.17 to 18.33 as
summarized in Table 1. The lowest mean reported was for ‘Involved, respected, and connected
to the community’ indicating that it was perceived as the most important characteristic for
effective advisory leaders, followed by ‘Committed, dependable, and dedicated.’ The highest
mean reported was for ‘Charitable’ indicating that it was perceived as the least important
characteristic for effective advisory leaders in Extension of the 20 items rated.
Table 1. Round Three - County Extension Directors’ Rating Order of the Characteristics of
Effective Advisory Leaders
Characteristics for Effective Advisory Leaders
M
SD
Involved, respected, and connected to the community
4.17
3.11
Committed, dependable, and dedicated
5.39
3.84
Honest and trustworthy
5.67
3.61
Community oriented
7.22
3.83
Good communication and willing to speak up
7.44
4.54
Passionate about Cooperative Extension
7.67
6.13
Knowledgeable about Cooperative Extension
7.72
5.20
Understands advisory role
8.28
3.32
Leader
9.28
5.97
Actively involved in Cooperative Extension
9.44
6.03
Respectful and open minded
9.50
5.22
Motivated
10.78
4.35
Extension participant
12.39
5.35
Visionary
12.67
4.64
Collaborative
13.33
4.10
Outgoing
14.61
3.99
Embraces diversity
15.00
4.17
Creative
15.50
2.48
Compassionate and understanding
15.61
3.22
Charitable
18.33
1.81
Note: Rating scale: 1 = the most important, 2 = the second most important, 3 = the third most important,
and 20 = the least important

The County Extension Directors were asked to rate the importance of the identified nine
motivational factors for effective advisory leaders in Extension using a nine-point scale ranging
from 1 = most important to 9 = least important. The mean of their responses ranged from 2.67 to
8.33 as summarized in Table 2. The lowest mean reported was for ‘Positive attitudes and
interests about Extension’ indicating that it was perceived as the most important motivational
factor for effective advisory leaders, followed by ‘Desire to serve others and improve the
community.’ The highest mean reported was for ‘Recognition and benefits’ indicating that it was
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perceived as the least important motivational factor for effective advisory leaders in Extension of
the nine items rated.
Table 2. Round Three - County Extension Directors’ Rating Order of the Motivational
Factors for Effective Advisory Leaders
Motivational Factors for Effective Advisory Leaders
M
SD
Positive attitudes and interests about Cooperative Extension
2.67
1.85
Desire to serve others and improve the community
3.11
1.75
Prior positive experience with Cooperative Extension
3.61
1.79
Interested in self and others benefiting from Cooperative Extension
4.17
2.46
Desire for meaningful service
4.44
2.01
Desire to meet and work with people
5.94
2.39
Opportunities to learn
6.11
2.11
Give back to society
6.61
1.46
Recognition and benefits
8.33
1.46
Note: Rating scale: 1 = the most important, 2 = the second most important, 3 = the third most important,
and 9 = the least important

The State Advisory Council members were asked to rate the importance of the identified nine
reasons for volunteering in Extension using a nine-point scale ranging from 1 = most important
to 9 = least important. The mean of their responses ranged from 3.21 to 7.16 as summarized in
Table 3. The lowest mean reported was for ‘Desire to serve others and improve the community’
indicating that it was perceived as the most important reason for someone to volunteer in
Extension, followed by ‘Give back to society through Cooperative Extension volunteerism.’ The
highest mean reported was for ‘Maximizing volunteer talents and skills’ indicating that it was
perceived as the least important reason for someone to volunteer in Extension out of the nine
items rated.
Table 3. Round Three - State Advisory Council Members’ Rating Order of Reasons for
Volunteering
Reasons for Volunteering
M
SD
Desire to serve others and improve the community
3.21
2.42
Give back to society through Cooperative Extension volunteerism
3.68
2.33
Positive attitudes and interests about Cooperative Extension
3.74
2.47
Desire for and value of meaningful service
3.79
1.87
Prior positive experience with Cooperative Extension
4.42
2.55
Opportunities to learn
5.32
2.14
Desire to meet and work with people
6.58
1.89
Positive working environment for volunteers
7.11
2.08
Maximizing volunteer talents and skills
7.16
1.54
Note: Rating scale: 1 = the most important, 2 = the second most important, 3 = the third most important,
and 9 = the least important

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3

41

Characteristics and Motivational Factors of Effective Extension Advisory Leaders

38

Conclusions
Research Objective 1: Determining the characteristics of effective Extension Advisory
Leaders
This objective was limited to County Extension Directors. Based on the rating of these County
Extension Directors, it can be concluded that ‘Involved, respected, and connected to the
community;’ ‘Committed, dependable, and dedicated;’ ‘Honest and trustworthy;’ ‘Community
oriented;’ ‘Good communication and willing to speak up;’ ‘Passionate about Cooperative
Extension;’ ‘Knowledgeable about Cooperative Extension;’ ‘Understands advisory role;’
‘Leadership in the community;’ and ‘Actively involved in Cooperative Extension’ are the 10 most
important characteristics for someone to become an effective Extension advisory leader. Culp,
McKee, and Nestor (2005) also indicated a desirable characteristic as a person who was already
involved and active in the community. Bolton (1992) asserted that effective Extension advisory
leaders believe in the mission of Cooperative Extension and are willing to serve the organization.
Research Objective 2: Determining the motivational factors that cause individuals to be
effective volunteers for Cooperative Extension
This question was asked from both State Advisory Council members and County Extension
Directors. These County Extension Directors identified ‘Positive attitudes and interests about
Cooperative Extension;’ ‘Desire to serve others and improve the community;’ ‘Prior positive
experience with Cooperative Extension;’ ‘Interested in self and others benefiting from
Cooperative Extension;’ ‘Desire for meaningful service;’ ‘Desire to meet and work with people;’
and ‘Opportunities to learn’ as the most important factors motivating volunteers to serve as
advisory leaders in Extension. These State Advisory Council Members identified ‘Desire to
serve others and improve the community;’ ‘Give back to society through Cooperative Extension
volunteerism;’ ‘Positive attitudes and interests about Cooperative Extension;’ ‘Desire for and
value of meaningful service;’ ‘Prior positive experience with Cooperative Extension;’
‘Opportunities to learn;’ and ‘Desire to meet and work with people’ as the most important
reasons for them to volunteer as advisory leaders in Extension.
By comparing and combining the ratings of these County Extension Directors and State
Advisory Council Members, it can be concluded that ‘Desire to serve others and improve the
community;’ ‘Positive attitudes and interests about Cooperative Extension;’ ‘Prior positive
experience with Cooperative Extension;’ ‘Desire for and value of meaningful service;’ ‘Desire to
meet and work with people;’ ‘Opportunities to learn;’ ‘Give back to society through Cooperative
Extension;’ and ‘Interested in self and others benefiting from Cooperative Extension’ are the
eight most important factors motivating individuals to volunteer as effective advisory leaders in
Extension. Available literature (Bolton, 1992; Fisher & Cole, 1993; MacLeod, 1993; Nelson,
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2007; Scheier, 2009; White & Arnold, 2003) supported the notion that the desire to serve others
and improve the community and the desire for and value of meaningful service were prime
motivational factors for volunteering. Additionally, Wolford, Cox, and Culp (2001) examined
reasons people volunteer for Extension programs in Ohio and found that people volunteer from a
desire to be in an environment where they can learn and help others.
Recommendations
Place (2007) indicated that advisory leaders are a necessary part of Cooperative Extension.
Effective advisory leaders are helpful in needs identification, program marketing, building
resources, and advocating for Extension. They are valuable resources for Extension only if we
identify prospective volunteers for effective advisory leadership roles. The findings of this
research can be used to identify effective advisory leaders. When selecting volunteers as
advisory leaders, it is important to consider whether they have the characteristics of effective
volunteer leaders. The effective advisory leaders are involved, respected, and connected to the
community. They are committed, dependable, dedicated, honest, trustworthy, and communityoriented. They are also good communicators, are willing to speak up for Extension, and are
passionate about Extension. They are knowledgeable about Extension and understand the
advisory role. They are leaders in the community and actively involved in Extension.
Some of these characteristics of effective advisory leaders are explicit and easy to observe, while
others are implicit and difficult to directly observe. If any community leader is actively involved
in Extension, a good communicator and willing to speak up for Extension, community-oriented,
committed, dependable, dedicated, respected, and connected to the community, one can directly
observe these characteristics. However, it is not easy to directly observe whether a community
member is knowledgeable and passionate about Extension, understands an advisory leadership
role, or is honest and trustworthy. These are implicit characteristics of effective Extension
leaders. Due to this reason, it is practical to use directly observable characteristics of effective
advisory leaders when selecting volunteers for Extension advisory leadership roles. Once
potential volunteers are spotted in the community, it is important to ascertain whether they also
have the implicit characteristics of effective advisory leaders before they are assigned for
advisory roles. By following these two steps, one will be able to identify potential volunteers for
effective advisory leadership roles in Extension.
Understanding the motivational factors of effective advisory leaders is helpful for creating an
environment for attracting and retaining effective volunteers. A volunteer manager needs to
understand that individuals have their own reasons for volunteering (Ellis, 1994). This study
identified eight factors motivating individuals to volunteer for Extension. Community members’
desire to serve others and improve the community, positive attitudes, and interests about
Extension, prior positive experience with Extension, desire for and value of meaningful service,
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desire to meet and work with people, opportunities to learn, give back to the society through
Extension, and interest in self and others benefiting from Extension should be considered as
motivating factors for volunteering in Extension. Therefore, when advertising volunteer
leadership positions, it is important to describe how the prospective candidates will be able to
meet and work with people and provide a meaningful service to others in their community, as
well as identify opportunities available for them to learn and give back to the society through
Extension. Also, it is important to build the public image that Extension is providing a
meaningful service to society, so Extension will be able to attract effective volunteer leaders.
Once effective volunteer leaders are identified and recruited, it is important to retain them.
Understanding their motivation for volunteer work and creating an environment for them to meet
the motivating factors for volunteering in their Extension work will lead to their satisfaction and
retention in the organization. When working with volunteer leaders, Extension should carefully
match assignments that fit the volunteer’s abilities and reason(s) for volunteering. By having the
correct match, the Extension educators will be able to make the volunteer experience more
meaningful for the volunteer, as well as more effective for the organization.
Available literature also supports the notion that volunteers need to be matched to a satisfying
and meaningful role (Lynch, 2009). Therefore, it is important to create an environment that will
further their positive experience, attitudes and interests about Extension for retention. Also, it is
important to make sure they will have opportunities to learn, work with people, serve, and
improve their community through Extension to satisfy their motivational thrusts. By creating
these conditions, the volunteer leaders will be impressed with Extension and satisfied with the
opportunity to serve their community through Extension, and they will extend their commitment
to Extension. The available literature also stresses that volunteer managers seek to understand
the motivations of individual volunteers to develop a strong volunteer base (Schultinik, Riley, &
Schott, n.d.; Starnes, 2007). Cooperative Extension has the opportunity to benefit from advisory
leaders while providing these leaders opportunities for personal satisfaction (Seaman, 1981).
To implement these recommendations, it is necessary to incorporate these findings into inservice programs designed for teaching Extension educators to build their Extension advisory
leadership systems. With this knowledge, they will be able to identify appropriate people with
desirable characteristics for Extension advisory leadership roles and create conditions to attract,
train, and retain volunteers committed to Extension.
Implications for Extension Leadership Development
The findings of this study have implications for building effective Extension advisory leadership
systems in other states’ Extension systems as well. The characteristics of effective Extension
advisory leaders identified in this study are useful for Extension professionals to determine
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prospective volunteers for effective advisory leadership roles. For example, if a community
member is a committed leader who is involved, respected, and connected to the community that
individual is a potential candidate for an effective Extension advisory leadership role because of
his/her established leadership role in the community.
If an Extension system has this type of individuals serving as advisory leaders, that Extension
system will be in a better position to get things done through their established leadership roles in
the community. This is especially useful when planning, marketing, and delivering programs
and developing resources for Extension. Effective advisory leaders are helpful for guiding
Extension systems to provide relevant educational programs to citizens, marketing Extension
programs, and advocating for Extension. The major implication of this study is that it guides
Extension professionals in determining prospective volunteers for Extension advisory leadership
roles when building responsive and strong Extension systems. This study was conducted with a
selected group of Extension advisory leaders and County Extension Directors in North Carolina,
which may be a limitation of this study. It would be important to conduct a similar study with a
group of Extension advisory leaders and County Extension directors selected from different
states to overcome this limitation.
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Assessing Family Level Behaviors for Obesity Prevention:
Development and Preliminary Validation of
the Family Stage of Change Tool
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We applied the Transtheoretical Model (TTM) to develop the Family Stage of
Change (FSOC) screening tool. Our goal was to provide practitioners an
instrument that measures families’ readiness to change obesity preventing
behaviors, in order to optimize family-focused obesity-prevention intervention
strategies. We evaluated instrument validity by comparing responses on the
FSOC to related items on a validated family behavioral and environmental
assessment (Family Nutrition and Physical Activity Assessment; FNPA) shown to
predict child BMI. Study participants included parents and caregivers (N = 146)
of children ages 2-14 years recruited through preschool, elementary, and middle
school listservs. Descriptive analyses were conducted on the demographic data,
and correlations were run to examine associations between FSOC and FNPA
items, domains, and total scores. Strong positive correlations were observed
between the individual items (0.44 to 0.75, p < 0.001), domain scores (0.57 to 0.8,
p < 0.001), and mean total FSOC and FNPA scores (0.78, p < 0.001) suggesting
the FSOC is measuring family level behaviors. Test-retest reliability was
evaluated on a subsample of participants (n = 57), and item by item correlations
ranged from 0.75 to 1.0, p < 0.001. Our findings suggest the FSOC is a valid and
reliable instrument and has the potential to meet an identified need related to
family-directed, obesity prevention efforts.
Key words: family-level behavior change, obesity prevention, intervention
Introduction
Significant strides have been made over the last decade to stem the rise in childhood obesity
(Ogden, Carroll, Kit, & Flegal, 2014). The change in trajectory may be due to a shift away from
efforts targeting individual child-level behavior change toward an emphasis on creating
environments that support children’s ability to enact obesity preventing behaviors (Institute of
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Medicine, 2012). School and family home settings likely have the greatest potential to impact
child obesity, with the strongest evidence for effective prevention programs attributable to
school-based efforts (Wang et al., 2013). Though the importance of the family home
environment on children’s risk for obesity is evident (Davison & Birch, 2002; Davison, Francis,
& Birch, 2005; Ihmels, Welk, Eisenmann, & Nusser, 2009a; Ihmels, Welk, Eisenmann, Nusser,
& Myers, 2009b; Johnson, Welk, Saint-Maurice, & Ihmels, 2012), few family-based
interventions have proven effective at influencing children’s obesity risk (Wang et al., 2013).
The ability of families to support children’s healthful eating and physical activity behaviors may
not be as simple as having adequate knowledge of what to do or valuing these behaviors (Gruber
& Haldeman, 2009). Other, more complex factors, have been shown to impede families’ ability
to change healthful eating and physical activity behaviors. For example, children in families of
lower socioeconomic status (SES) tend to have less access to physical activity supports (e.g.,
portable play equipment), live in areas where neighborhood safety is perceived as a barrier to
physical activity (Gable, Chang, & Krull, 2007), have greater access to media in their bedrooms
that tends to promote more sedentary time (Tandon et al., 2012), and have less access to healthy
foods compared to more affluent families (Treuhaft & Karpyn, 2010). Family-level policies
around physical activity may also be impacted by SES, as evidenced by data suggesting low
income families tend to have more restrictive physical activity rules compared to families of
higher SES (Tandon et al., 2012). Additional factors such as conflicts between work and familylife (Roos, Sarlio-Lähteenkorva, Lallukka, & Lahelma, 2007), child-care needs and
responsibilities (Eyler et al., 2002), and geography (rural versus urban) have also been shown to
impact healthy eating and physical activity behaviors and/or obesity risk (Liu et al., 2012). Thus,
it is challenging to develop effective, family-focused, obesity prevention strategies without an
understanding of how a myriad of complex factors may influence families’ ability to implement
those strategies.
Interpersonal factors, such as matching child and parent behaviors, provide additional challenges.
Since children do not have volitional control over their home environment and parents provide
the context for children’s obesity preventing behaviors, understanding family dynamics and
subsequent family-level behavior is critical to the development of effective intervention
strategies. Gruber and Haldeman (2009) suggested that in order to “more effectively advance the
notion that family be considered as a central unit for making behavior changes that support
healthy eating and physical activity habits” (p. A106), we must recognize and understand how
family behavior influences the development of childhood overweight and obesity. Toward this
end, several home environment assessment tools have been developed that include family-level
behaviors (Bryant et al., 2008; Gattshall, Shoup, Marshall, Crane, & Estabrooks, 2008; Ihmels et
al., 2009a; Pinard et al., 2014). Of these, the Family Nutrition and Physical Activity (FNPA)
Screening Tool and more recently the Comprehensive Home Environment Survey (CHES), have
been associated with child BMI (Ihmels et al., 2009b; Pinard et al., 2014). Data derived from
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these instruments support that family level behaviors such as providing healthy snacks, limiting
access to unhealthy snacks and providing opportunities for family active time are associated with
child BMI (Ihmels et al., 2009b; Pinard et al., 2014). However, what is still lacking is a
theoretical framework for family-level obesity-preventing behavior change. As such, our goal
was to develop a theory-based screening instrument to guide family-level obesity-preventing
behavior change.
The Transtheoretical Model (TTM) of Behavior Change is a comprehensive, integrative model
describing intentional behavior change that can be applied to a variety of behaviors, populations,
and settings (DiClemente et al., 1991). The TTM characterizes current behaviors and behavioral
intent along a continuum represented by five distinct stages of change through which individuals
may progress: precontemplation, contemplation, preparation, action, and maintenance. In the
TTM, change processes (and therefore intervention strategies) differ across and are applied
optimally at each stage of change. For example, behavior change strategies (e.g., removing
sugar sweetened beverages from the pantry) are more likely to result in positive changes for
individuals in preparation or action stages, whereas individuals in contemplation will be more
receptive to strategies that increase knowledge (e.g. sharing a fact sheet about sugar sweetened
beverages and child health) (Prochaska, Velicer, DiClemente, & Fava, 1988). Stages-of-change
theory has been applied successfully to address childhood obesity among clinical populations
(Crabtree, Moore, Jacks, Cerrito, & Topp, 2010) and in school settings (Driskell, Dyment,
Mauriello, Castle, & Sherman, 2008; Mauriello et al., 2010). However, the applicability of TTM
to childhood obesity prevention in the family home environment, where family-level behaviors
include enactment of family-home policies and practices not under the volitional control of the
child, is not well understood.
Our objective was to apply the TTM to the development and validation of an instrument to 1)
measure family-level readiness to change obesity preventing behaviors and 2) guide the
development and implementation of intervention strategies that align with families’ ability to
make the changes necessary to prevent child obesity. Our target population was families of
preschool through middle school aged children (2-14 years).
The first step in this process was the development of the Family Stage of Change (FSOC)
Screening Tool. The FSOC was designed to measure family readiness to enact the obesity
preventing behaviors shown to influence child BMI (Ihmels et al., 2009b). The next step was to
confirm the FSOC’s validity in order to confidently apply it in practice. The purpose of this
report is to summarize the development and evaluation of the FSOC Screening Tool for use in
understanding family readiness to change obesity preventing behaviors. This study was
approved by the Oregon State University Institutional Review Board.
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Methods
Survey Development and Delivery
The development of the FSOC instrument was driven by a desire to match childhood obesity
intervention strategies targeting the family home environment with families’ readiness to
implement those strategies. Thus, we needed a valid measure of family obesity-preventing
behaviors as a launch point. The Family Nutrition and Physical Activity (FNPA) Screening
Survey is a valid measure of the family home nutrition and physical activity environment which
consists of 21 items assessing child and family behaviors, family policies, and home
environmental characteristics shown to influence child BMI (Ihmels et al., 2009b). Twelve of
the twenty-one items measured by the FNPA are specific to family (versus individual) behaviors
and include eating behaviors (n = 6), physical activity behaviors (n = 3), screen time behaviors
(n = 2) and sleep time behaviors (n = 1). These twelve FNPA items were adapted and included
in the FSOC by applying a staging algorithm to each item based on the TTM (DiClemente et al.,
1991) (Figure 1).
Figure 1. Application of the TTM Staging Algorithm to Create FSOC “Support Statement”
(a) and “Barrier Statement” (b) Items

The FNPA items are single statements, evaluated on a Likert scale, that reflect how often (almost
never, sometimes, usually, almost always) a family reports engaging in a particular behavior,
such as eating meals together as a family (e.g., “Our family eats meals together…”). To
construct the FSOC Tool, we applied the staging algorithm constructed by DiClemente and
colleagues (1991) to the FNPA statement (a) as shown in Figure 1.
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This process was followed for all FNPA statements where the desirable behavior was reflected in
a response of always or almost always. We identified these statements as support statements.
Statements where the desired behavior was reflected by a response of never or rarely (e.g., “Our
family eats fast food…”) were identified as barrier statements. This required a different
application of the staging algorithm (Figure 1, statement b).
Each FSOC item was coded by applying a score of 1 (Precontemplation) through 5
(Maintenance) based on respondents’ answers for that item. Stage scores were calculated item
by item and by summing the scores of items within each domain (eating (n = 6), physical activity
(n = 3), screen time (n = 2), sleep behavior (n = 1)). An overall mean stage of change score can
also be calculated. The content, layout, and format of questions were piloted among parents and
caregivers, practitioners, and content experts, resulting in a final version for validation testing.
Participants and Procedures
The target population included parents or caregivers of children ages 2-14. The survey went out
through preschool, elementary, and middle school electronic mailing lists in a single school
district. Participating schools included two public elementary schools, a public middle school,
and a private preschool that serves a university community and families eligible for Head Start.
The elementary schools (n = 2) included a school with a high proportion of families eligible for
free and reduced meals (70%), and a school with a low proportion of families eligible for school
meal programs (17.8%). The middle school fell in between (31.3% eligible for school meal
programs); the district average was 36.5%. Our sample pool reflected a diverse socioeconomic
cross-section of families. The survey was disseminated via school listservs at the preschool and
elementary schools and via a parent listserv at the middle school. The total number of children
enrolled in these schools was 1,303. However, not all families had signed up to receive school
emails. As such, the number of families who received the survey via email dissemination is
unknown. Within a month of dissemination, 146 surveys were returned, with a subsample of
respondents (n = 57) opting to complete the FSOC twice, permitting an evaluation of validity on
the full sample and test-retest reliability on the subsample. In addition to filling out the FSOC
and the FNPA, participants were asked to fill out a brief questionnaire requesting information
such as their child/children’s grade level, age, race and ethnicity, and household characteristics
regarding eligibility for free and reduced meals, parent/caregiver education, and food insecurity
status.
Analytic Approach
Descriptive analyses were conducted on the demographic data, and correlations were run to
examine relationships between items from the FSOC and FNPA. The first series of correlations
to assess validity was done on single equivalent items from both surveys. Scores for each of the
four measured domains (Eating Behaviors, Physical Activity Behaviors, Screen Time Behaviors,
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Sleep Behaviors) were created by summing and averaging subsamples of similar items. For
example, the FSOC Physical Activity domain score reflects the mean score of three items related
to family physical activity behaviors. Table 1 presents the individual FNPA items (column 1)
that were adapted for the FSOC in comparison to the FSOC items (column 2), nested within
domains (Eating Behaviors, etc.). A second series of correlations was examined comparing
mean FNPA domain scores to mean FSOC domain scores. Total scores were also calculated for
the twelve FSOC items and related FNPA items, and the means of these scores were correlated.
Table 1. FNPA Family Behavior Statements and Corresponding FSOC Statements, Nested
within Behavior Domains
FNPA Statements (Statement #)
FSOC Statements (Statement #)
Domain 1: Eating Behaviors (n = 6)
Our family eats meals together... (2)
We eat meals together as a family. (1)
Our family eats while watching
Our family eats meals and/or snacks while
TV/computer/electronic games... (3)
watching TV/computer or playing electronic
games. (3)
Our family eats fast food... (4)
In our family we eat fast food. (4)
Our family uses microwave or 'ready to eat'
In our family we eat microwavable or ready-to-eat
foods... (5)
foods. (5)
Our family monitors eating of chips, cookies, and In our family we limit eating of chips, cookies,
candy... (9)
and candy. (2)
Our family uses candy or sweets as a reward for
In our family we use candy/sweets as a reward for
good behavior... (10)
good behavior. (6)
Domain 2: Physical Activity Behaviors (n = 3)
Our family provides opportunities for physical
In our family we make time for physical activity.
activity... (14)
We also provide support so our children can play
actively and do organized physical activities
and/or sports. (8)
Our family encourages our child to be active
In our family we encourage our children to be
every day... (15)
active every day. (7)
Our family finds ways to be physically active
In our family we find ways to be active together.
together... (16)
(9)
Domain 3: Screen Time Behaviors (n = 2)
Our family limits the amount of
In our family we limit the time children can spend
TV/games/computer our child watches... (12)
watching TV/computer and playing electronic
games. (10)
Our family allows our child to watch
In our family we allow children to watch
TV/games/computer in his/her bedroom... (13)
TV/computer or play electronic games in their
bedroom. (11)
Domain 4: Sleep Behaviors (n = 1)
Our family has a daily routine for our child's
In our family we have a daily bedtime routine for
bedtime... (19)
our children. (12)
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Finally, we evaluated test-retest reliability via correlational analyses comparing the first and
second responses provided by participants who completed the FSOC twice (n = 57). All data
analyses were performed using Stata/IC 12.1 (StataCorp LP, 2011(Release 12), College Station,
TX).
Results
A true response rate was not possible to calculate as schools provided enrollment data rather than
the number of families subscribed to email lists. Enrollment data refers to the number of
children enrolled (N = 1,303 at the time the study was conducted) as opposed to the number of
potential families contacted. As such, an estimated response rate (11.2%) based on enrollment is
likely significantly lower than a response rate based on the number of families contacted. Of the
146 respondents, 91.1% reported White as their child’s race, 5.48% reported Asian, 5.48%
reported American Indian or Alaska Native, 2.74% reported Black or African American, and
1.37% reported Native Hawaiian or Other Pacific Islander. In addition, 9.59% of respondents
indicated that their child was of Hispanic ethnicity. The majority of the respondents (71.92%)
were from households with two adults, 12.33% reported living in a household with three adults,
and 9.59% were in single parent households. In our sample, 6.85% of children lived in more
than one household. Most respondents (63.01%) reported that their children were not eligible to
receive free or reduced meals, whereas 21.91% indicated their children were eligible for free or
reduced meals, and 9.59% did not know if their children were eligible. A minority of our sample
(15%) would be classified as food insecure based on their response to how often they worried
that their food would run out before they had enough money to buy more. The majority of our
sample (77.4%) reported having a college degree, 15.75% reported having completed 1 to 3
years of college, and 1.37% reported having graduated from high school as their highest year of
school completed.
Mean FNPA and FSOC item, domain, and total scores are presented in Table 2. Correlations of
single similar items between FSOC and FNPA are presented in Table 3. Overall, correlations
ranged from 0.44 to 0.75. Correlations above 0.5 were considered strong, positive correlations.
Only the correlation between FNPA item #15 (Our family encourages our child to be active
every day) and FSOC item #7 (In our family we encourage our children to move more every day)
fell below this threshold with a value of 0.44. Despite this lower than desirable correlation, all
the single item correlations were statistically significant (p < 0.001). The domain specific
correlations ranged from 0.57 to 0.8 (p < 0.001), Table 4. The correlation between the mean
total FSOC score and the mean score of the corresponding twelve FNPA items was also strong,
positive (0.78), and statistically significant (p < 0.001).
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Table 2. Mean FNPA and FSOC Scores by Item and Domain
Domain 1: Eating Behaviors (n = 6)
FNPA Item
M (SD)
FSOC Item
2 (n = 146)
3.41 (0.62)
1 (n = 146)
3 (n = 146)
3.47 (0.69)
3 (n = 145)
4 (n = 145)
3.45 (0.51)
4 (n = 143)
5 (n = 146)
3.51 (0.57)
5 (n = 143)
9 (n = 146)
3.50 (0.74)
2 (n = 146)
10 (n = 146)
3.54 (0.61)
6 (n = 142)
FNPA EB (n = 145)
3.48 (0.32)
FSOC EB (n = 142)
Domain 2: Physical Activity Behaviors (n = 3)
FNPA Item
M (SD)
FSOC Item
14 (n = 146)
3.56 (0.62)
8 (n = 141)
15 (n = 146)
3.66 (0.50)
7 (n = 142)
16 (n = 146)
3.02 (0.86)
9 (n = 140)
FNPA PAB (n = 146)
3.41 (0.56)
FSOC PAB (n = 140)
Domain 3: Screen Time Behaviors (n = 2)
FNPA Item
M (SD)
FSOC Item
12 (n = 146)
3.32 (0.87)
10 (n = 140)
13 (n = 145)
3.63 (0.66)
11 (n = 140)
FNPA STB (n = 145)
3.48 (0.62)
FSOC STB (n = 140)
Domain 4: Sleep Behaviors (n = 1)
FNPA Item
M (SD)
FSOC Item
19 (n = 146)
3.69 (0.57)
12 (n = 140)
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M (SD)
4.54 (1.14)
3.74 (1.66)
3.97 (1.61)
3.97 (1.55)
4.47 (1.15)
4.11 (1.52)
4.13 (0.87)
M (SD)
4.74 (0.77)
4.78 (0.78)
4.17 (1.25)
4.57 (0.67)
M (SD)
4.30 (1.24)
4.14 (1.54)
4.22 (1.15)
M (SD)
4.80 (0.76)

Table 3. Correlations of Single FSOC and FNPA Items
FSOC
FNPA
1
2
3
4
5
6
7
8
9
10
11
12
0.59
2
0.5
9
0.73
3
0.58
4
0.62
5
0.69
10
0.44*
15
0.58
14
0.64
16
0.7
12
0.75
13
0.57
19
Note: All correlations were statistically significant with p < 0.001; * denotes a correlation lower than
desirable. The number of observations varied between 139 and 146, due to missing data.
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Table 4. Correlations per Domain Between FSOC and FNPA
FSOC
FNPA
EB
PAB
STB
SB
0.77
EB
0.72
PAB
0.8
STB
0.57
SB
Note: p < 0.001 for all correlations. The number of observations varied between 139 and 141. EB=
Eating Behaviors; PAB= Physical Activity Behaviors; STB= Screen Time Behaviors; SB= Sleep
Behaviors.

Test-retest reliability analyses produced correlations ranging from 0.75 to 1.0 (Table 5). The
majority of correlations were positive and strong (above 0.9), with the exception of FSOC Item 2
(In our family, we limit eating of chips, cookies, and candy) which had a correlation of 0.75. All
correlations reflected strong, positive, statistically significant relationships (p < 0.001).
Table 5. Correlations of FSOC reliability test
FSOC
1
2
3
4
5
6
7
8
9
10
11
0.94
1
0.75
2
0.94
3
0.99
4
0.90
5
0.93
6
0.94
7
0.90
8
0.91
9
0.93
10
0.96
11
12
Note: p < 0.001 for all correlations. The number of observations varied between 55 and 57.

12

1.00

Discussion
The lack of strong empirical evidence supporting the effectiveness of obesity prevention efforts
targeting the family home was the catalyst for development of the FSOC, a tool designed to
assess family readiness to change obesity preventing behaviors. To evaluate the potential utility
of the FSOC as an intervention tool, we tested the validity of the FSOC by comparing it to a
validated measure of family level behaviors predictive of child BMI (Ihmels et al., 2009b). We
also assessed test-retest reliability of the FSOC instrument via a subset of participants who
completed the FSOC twice. Results of validity tests showed strong, positive correlations
between the individual items, domain scores, and mean total FSOC and FNPA scores, suggesting
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that both questionnaires are measuring family level behaviors in similar ways. Families who
scored high on the FNPA tended to score high on the FSOC. One single item comparison, the
correlation between FSOC item 7 (In our family we encourage our child to move more every
day) and FNPA item 15 (Our family encourages our child to be active every day) was less than
desirable (0.44), though still a strong, positive, statistically significant relationship (p < 0.001).
After further review of the instrument, we believe the statement associated with FSOC Item 7
(provided above) may have been vague or confusing for respondents. As a result, we revised the
statement to read: In our family we encourage our kids to be active every day. Preliminary data
on this revised version show stronger, positive correlations between FNPA #15 and the rewritten
FSOC item #7 (r = 0.59, p < .001; n = 117; unpublished data). In addition, results of reliability
analyses showed that the FSOC had strong test-retest reliability. Almost all observed
correlations were larger than 0.9, implying that respondents largely provided the same answers
each time they filled out the FSOC. Only one item (FSOC Item 2) had a correlation below 0.9
(.75), but nevertheless still showed a strong, positive correlation.
Practical Application
There have been several instruments developed in recent years that measure family home
environment characteristics, policies, and family behaviors associated with obesity (Bryant et al.,
2008; Michelle A Ihmels et al., 2009b; Pinard et al., 2014). Data collected using these and other
similar instruments have contributed significantly to our understanding of family-level factors
that influence child and adult obesity (Johnson et al., 2012; Maitland, Stratton, Foster, Braham,
& Rosenberg, 2013). However, despite the development of robust assessments of the home
environment, few home-based interventions have successfully promoted long-lasting behavior
change and subsequent changes in weight status among participating families (Showell et al.,
2013). The current literature purports a need for the development or application of a theoretical
framework that explains family behavior change (Gruber & Haldeman, 2009). The FSOC was
developed upon the theoretical framework provided by the Transtheoretical Model of Behavior
Change (DiClemente et al., 1991). As a result, the FSOC captures the temporal and intentional
aspects of obesity-preventing behaviors shown to predict change in child weight status, and
provides insight into families’ readiness to change behaviors. Thus, the FSOC may have the
potential to help practitioners better craft intervention messages and strategies that are more
congruent with families’ abilities to implement said strategies. For example, suppose three
families score similarly on FNPA item #3, indicating that they “usually” eat meals as a family
while watching TV. As practitioners, we may look at those data and assume this is low hanging
fruit, and develop a goal setting strategy designed to provoke a change in this particular
behavior. However, if we employ the FSOC, we may learn that there is considerable variability
in their intent or readiness to change. One family may indicate they have no intent to change this
behavior (pre-contemplation), a second family responds they plan to change that behavior (but
not in the next 6 months; contemplation), and the third family indicates they plan to change
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within 6 months (preparation). Thus, a one-size-fits-all approach is likely to fail. The
transtheoretical model posits that behavior change strategies provided to pre/contemplators (e.g.,
increasing awareness of the pros and cons of behavior change), differ from the strategies for
those in preparation (e.g., goal setting). This is what makes the FSOC unique. It was designed
as a practitioner tool to aid in the development of targeted family-level, obesity preventing
behavior change.
While the tool demonstrates strong validity, the study has its limitations. We did not randomly
select the schools to disseminate the surveys. Rather, we approached several schools in the local
community, and gained approval for survey dissemination from four. Thus, the sample is not
representative of the general population. Furthermore, only 21.91% of respondents reported
their children were eligible for school meal programs, which is lower than the district average of
36.5%. Thus, the findings may not be generalizable in a more diverse population. Given the
limitations associated with school listservs, we were unable to calculate response rate or to
compare respondents to non-respondents. As such, we may have some unidentifiable response
bias (e.g., higher rates of healthy families responding to our invitations to complete the survey).
Despite these limitations and the need for additional testing among more diverse populations, the
FSOC has the potential to meet an identified need related to family-directed, obesity prevention
efforts. Creating home environments that support healthy weight development is a complex
endeavor that requires more than simply informing parents about nutrition and physical activity
recommendations. Families must be convinced to make obesity prevention a priority and must
be ready to enact behavioral and environmental changes that will support preventive efforts. We
hypothesize that the FSOC will enable improved targeting of family-level intervention strategies
and promote better success in changing family-level behaviors associated with healthy weight
development.
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The Effects of Relationship Education on Adolescent Traditional
Gender Role Attitudes and Dating Violence Acceptance
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This study examined change in adolescents’ traditional gender role attitudes and
dating violence acceptance following completion of a relationship education
program. Using data from a larger study evaluating the effects of relationship
education for adolescents, beliefs and attitudes were assessed among a diverse
sample of 627 youth. Gender differences in changes from pre- to post-test were
also examined. Results of repeated measures MANCOVAs revealed a time X
gender interaction effect for change in traditional gender role attitudes following
relationship education. A significant decrease in traditional gender role attitudes
was found for both boys and girls following relationship education, with a steeper
decline in traditional gender role attitudes for boys than girls over time.
Although there were no significant changes in dating violence acceptance, change
in traditional gender role attitudes was correlated with change in dating violence
acceptance, such that moving toward more egalitarian attitudes was associated
with a decrease in acceptance of dating aggression/violence. Overall, results
suggest that adolescents’ attitudes about gender roles and dating violence are
open to change when provided relationship education, and changes in these
beliefs are linked. Findings from this study have implications for promoting
healthy relationships among youth.
Keywords: relationship education, adolescents, gender role attitudes, dating
violence acceptance
Introduction
Over the past several decades, researchers have documented a shift in adult gender role attitudes
towards more egalitarian views among men and women (e.g., Bryant, 2003; Lucier-Greer &
Adler-Baeder, 2011). Those with more traditional views believe that women’s primary
responsibilities lie within the home, whereas men work outside the home, care for the family
financially, and hold more authority within the home (Stanik & Bryant, 2012). Recent findings
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suggest that less traditional views are associated with better relationship outcomes (McGovern &
Meyers, 2002; Stanik & Bryant, 2012), and more egalitarian gender role attitudes are associated
with higher educational attainment, delayed transition to parenthood, and increased self-efficacy
(Buchanan & Selmon, 2008; Cunningham, Beutel, Barber, & Thornton, 2005). Importantly,
gender role attitudes have also been associated with acceptance of violence against women,
where more traditional attitudes are associated with greater acceptance of violence and with
perceptions of domestic violence situations as being less serious (Berkel, Vandiver, & Bahner,
2004; Hilton, Harris, & Rice, 2003). In the current study, we examine the effects of relationship
education on adolescents’ traditional gender role attitudes and dating violence acceptance and
whether changes in these outcomes are related.
Adolescent dating relationships, and specifically adolescents’ experiences in unhealthy and
abusive relationships, have been understudied compared to adult romantic relationships. From a
developmental perspective, given that initial involvement in romantic relationships typically
begins during adolescence (Ashley & Foshee, 2005), it is imperative to study these relationships
as they begin to form. Estimates are that violence occurs in as many as 57% of adolescent dating
relationships (Herrman, 2009). Importantly, adolescent dating violence is associated with a
number of negative health outcomes including dieting, eating disorders, cigarette smoking,
alcohol consumption, drug use, suicidal thoughts, depression, and poor self-esteem (Ackard,
Eisenberg, & Neumark-Sztainer, 2007). The high prevalence of violence in adolescents’
romantic relationships, as well as the subsequent associated negative outcomes, highlight the
importance of examining these early dating relationships, particularly unhealthy dating
interactions and associated factors, such as traditional gender role attitudes, which may provide
useful targets for prevention and intervention.
Two key studies suggest strong links between attitudes about traditional gender roles, acceptance
of aggression and violence in adolescent dating relationships, and actual dating violence
perpetration and victimization. First, Lichter and McCloskey (2004) found that more traditional
gender role attitudes, specifically family roles, and greater acceptance of dating violence were
associated with more aggressive behavior in dating relationships. Next, in a large, more diverse
sample of youth, Ali, Swahn, and Hamburger (2011) also found that more supportive attitudes
toward dating violence were associated with the likelihood of both dating violence perpetration
and victimization. Given the association between traditional gender role attitudes and dating
violence acceptance and the link between dating violence beliefs and behaviors, it is essential to
target these adolescent beliefs and attitudes in an attempt to reduce aggressive behavior in dating
relationships. There is a clear need to educate youth about healthy conflict management and
relationship skills and to assess changes in gender role beliefs and attitudes towards aggression
and violence.
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Previous findings suggest a number of gender differences in both traditional gender role attitudes
and dating violence acceptance. First, young adult men have more traditional gender role
attitudes than women (Berkel et al., 2004; Bryant, 2003). Specifically, men are more likely than
women to endorse traditional ideas regarding the division of household labor, child care, and
decision-making in a family (Gere & Helwig, 2012). Berkel and colleagues (2004) also found
that compared to women, men reported less sympathy for battered women, and gender role
attitudes were a stronger predictor of sympathy among men, whereas more traditional gender
role attitudes decreased men’s sympathy. Finally, Price and colleagues (1999) found that
adolescent boys were more accepting of dating violence than girls, regardless of the type of
violence. Thus, in the current study, we examine gender differences in the effects of relationship
education on adolescents’ gender role attitudes (used interchangeably with beliefs) and dating
violence acceptance.
Research suggests that participating in relationship education (RE) is associated with positive
short-term and long-term changes for adolescents. It is expected that the Relationship Smarts
Plus (RS+; Pearson, 2007) RE program would be associated with such changes as it is
theoretically framed by life course theory. Life course theory assumes early experiences
influence later experiences and that a specific experience or event (i.e., participation in a
relationship education program) may introduce new information that could alter an individual’s
trajectory in a positive way (Elder, Johnson, & Crosnoe, 2003). Previous RE program evaluation
studies found increases in adolescents’ conflict management skills and decreases in faulty
relationship beliefs and use of verbal aggression following participation (Adler-Baeder,
Kerpelman, Schramm, Higginbotham, & Paulk, 2007; Kerpelman et al., 2010). One evaluation
of a brief RE program indicated increases in communication and conflict resolution skills and a
decrease in acceptance of dating violence in romantic relationships (Antle, Sullivan, Dryden,
Karam, & Barbee, 2011). None of these studies, however, have examined how changes in dating
violence beliefs vary by gender. Additionally, no previous study has examined whether there are
changes in gender role attitudes following RE for youth, and whether change in gender role
attitudes is associated with change in dating violence acceptance.
Given the association between gender role attitudes, dating violence acceptance, and actual
aggression and violence in romantic relationships, we examine the effectiveness of RE in
modifying these beliefs and attitudes. While attitudes towards aggression are addressed in
program content explicitly, gender role attitudes are addressed more implicitly. A recent study
of changes in gender role attitudes among adults in RE found shifts towards more egalitarian
views when the curriculum focused on universal needs for respect, empathy, and value (LucierGreer, Ketring, Adler-Baeder, & Smith, 2012). Because there are similar messages in youth RE
(i.e., messages about respect for self and other, equality of needs in relationships, explicit
information on identifying healthy and unhealthy/abusive relationships), we first hypothesize
that adolescents’ gender role attitudes will become more egalitarian and attitudes towards dating
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violence will become less tolerant following RE participation. Additionally, we explore whether
the effects of RE on traditional gender role attitudes and dating violence acceptance vary by
gender, given that men’s gender role attitudes tend to be more traditional, and men are more
accepting of dating violence than women. Thus, our second hypothesis is that there will be a
greater decrease in men’s traditional gender role attitudes and dating violence acceptance. We
also examine the association between changes in dating violence acceptance and traditional
gender role attitudes. Thus, the third and final hypothesis is that decreases in tolerance of dating
violence will be associated with decreases in traditional gender role attitudes.
Methods
Data for this study came from a larger sample of adolescents in a Southeastern state who
participated in RE classes and who completed pre- and post-test surveys. Following an approved
IRB protocol, all students were given informed consent letters for parents to sign. Students
whose parents approved of their participation in the study were given the pre-program and postprogram surveys. Participation averaged 89% in each class. Because traditional gender role
attitudes were assessed only during project year 5, the current study uses pre- and post-program
data from that project year only (2010-2011). Community educators from family resource
centers implemented the RS+ RE curriculum in high schools. Six core lessons of 50-90 minutes
each were delivered to mixed-gender groups in either a Family and Consumer Science (FCS) or
Health class. RS+ contains lessons on attraction and infatuation, breaking up, recognizing abuse,
communication skills, and making healthy relationship decisions. Surveys were completed both
pre- and post-participation.
The analytic sample included 627 adolescents (59% girls, 41% boys) who were ethnically
diverse (55% European American, 36% African American, 9% other). Participants were an
average age of 15.6 years. Mother’s education level was used to indicate socioeconomic status.
Almost half of participants reported living in a nuclear family (48%), 34% in a single-parent
family, and 18% in a stepfamily. Controls included adolescent gender, mother’s education (i.e.,
less than high school, high school, and more than high school), race/ethnicity (i.e., White,
African American, and Other), and family structure (i.e., nuclear two-parent, single-parent, and
stepfamily).
Only those participants who provided responses to at least two of the three traditional gender role
attitudes questions and one of the two dating violence acceptance questions, as well as provided
information on all control variables were included in the study (10% of participants did not meet
this criteria). Mean scores were utilized so missing data were not imputed. Of the original 705
participants, 78 completed pre-tests only (i.e., 11% attrition rate). We tested for differences
between the analytic sample and those excluded from the study and found no differences based
on race/ethnicity, SES, or on measures of traditional gender role attitudes at baseline. The
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attrition group did contain slightly more males (X2(1, N = 705) = 4.95, p < .05) and were slightly
older (t(701) = 4.18, p < .001) than those in the study sample group. In addition, the study
sample had slightly higher levels of acceptance of dating violence at baseline than the attrition
group (t(703) = -2.01, p < .05).
Traditional gender role attitudes were assessed with three items (Larsen & Long, 1988).
Participants answered 1 = Strongly disagree to 7 = Strongly agree to items such as “As head of
the household, the father should have the final authority over the children.” Scores were
calculated as the mean across the three items, with higher scores indicating more traditional
gender role attitudes (α = .82). Dating violence acceptance (Jones & Gardner, 2002) was
assessed with two items, including “In today’s society, slapping a spouse or dating partner is
understandable under some circumstances” and “In today’s society, pushing a spouse or dating
partner is understandable under some circumstances.” Scores ranged from 1 = Strongly disagree
to 5 = Strongly agree. Scores were created by taking the mean of responses to the two items,
with higher scores indicating greater acceptance of dating violence (α = .89).
Results
Using repeated measures Multivariate Analyses of Covariance (MANCOVAs), we examined
changes in traditional gender role attitudes and dating violence acceptance following RE and
included interaction terms to examine differences by gender. Estimated marginal means, which
are adjusted means that account for the inclusion of covariates, and standard errors are reported
in Table 1.
Table 1. Estimated Marginal Means and Standard Errors for Outcomes by Gender
Time
Pre-test
Boys
Girls
Total
Post-test
Boys
Girls
Total

Traditional Gender Role Attitudes
N
M
SE

Dating Violence Acceptance
N
M
SE

258
369
627

3.65
2.62
3.14

.08
.06
.05

258
369
627

2.62
2.11
2.37

.06
.04
.04

258
369
627

1.67
1.60
1.64

.05
.04
.03

258
369
627

2.70
2.12
2.41

.06
.05
.04

The main effect for change in traditional gender role attitudes was significant, such that
adolescents’ gender role attitudes became less traditional following RE (Wilks’ Lambda = 0.846,
F(1.00, 619.00) = 112.28, p < .001, η2 = .15). However, the time X gender interaction was also
significant (Wilks’ Lambda = 0.894, F(1.00, 619.00) = 73.19, p < .001, η2 = .11), indicating a
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difference in change patterns between boys and girls. Results indicated a significant decrease in
traditional attitudes for both girls and boys, with a steeper decline for boys than girls over time
(see Figure 1). In addition, tests of simple effects indicated significant differences in pre- and
post-test means for gender role attitudes, such that boys had more traditional gender role
attitudes than girls at pre-test (F(1, 625) = 196.65, p < .01) and post-test (F(1, 625) = 61.41, p <
.01). This difference was greater at pre- than at post-test, meaning that a greater decrease in
traditional gender role attitudes for boys narrowed the gender divide following RE participation.
Figure 1. Change in Traditional Gender Role Attitudes by Gender

Traditional Gender Role Attitudes

4
3.5
Boys

3

Girls

2.5

2
1.5
1
0.5
0
Pre-test

Post-test

Both the main effect for change in dating violence acceptance following the RE program (Wilks’
Lambda = 1.00, F(1.00, 619.00) = .87, p = .35) and the time X gender interaction for dating
violence acceptance were non-significant (Wilks’ Lambda = 1.00, F(1.00, 619.00) = 0.91, p =
.34). Pre-test reports of dating violence acceptance did not vary by gender (F(1, 625) = 2.29, p =
.13), yet post-test boys were more accepting of dating violence than girls (F(1, 625) = 9.23, p <
.01).
We calculated partial correlations and modeled the association between residual change in the
two outcomes in order to examine the relationship between change in traditional gender role
attitudes and change in dating violence acceptance. The correlation between pre- and post-test
differences, after accounting for control variables, was significant, r = .14, p < .001. Using
Structural Equation Modeling, the residual change in gender role attitudes significantly predicted
residual change in dating violence acceptance (β = .26, p < .001), indicating that as attitudes
became more egalitarian, participants’ acceptance of dating violence also decreased.
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Discussion
This study provides an examination of the effects of RE on adolescent traditional gender role
attitudes and dating violence acceptance. Similar to previous findings, we found that boys had
more traditional gender role attitudes than girls overall (Berkel et al., 2004; Bryant, 2003), and
results indicated changes in gender role attitudes from traditional to more egalitarian following
RE. Although both girls and boys reported less traditional gender role attitudes following
completion of RS+ (Pearson, 2007), boys reported slightly greater changes over time. This shift
toward more egalitarian gender role attitudes following RE has important implications, as recent
literature has linked more traditional beliefs with greater acceptance of dating violence (Berkel et
al., 2004; Hilton et al., 2003; Lichter & McCloskey, 2004). These results suggest that implicit
aspects of the educational program associated with gender roles (Lucier-Greer et al., 2012) are
having some positive, short-term impacts on adolescent beliefs. Additionally, the greater change
among males, who had more traditional gender role attitudes both before and after the RE
program, suggests that RE may be an effective avenue in which to influence not only those with
more traditional gender role beliefs, but also boys in particular, who are more likely to be
perpetrators of severe forms of dating violence (Offenhauer & Buchalter, 2011).
Boys and girls did not differ significantly on dating violence acceptance at pre-test and did not
become more or less accepting of violence after the program. However, the slight, nonsignificant increase in acceptance for boys resulted in a significant difference (p < .05) between
the groups at post-test. It is likely the large sample size that allows this small shift to be detected
as a significant difference. We do note that boys tend to be more accepting of dating violence, in
general, so this difference has been documented in previous research (Price et al., 1999).
However, overall for both groups, the mean scores at baseline were low. On a scale of 1-5, the
mean scores are between 2 and 3, which reflect responses of Disagree and Neutral. A “floor
effect” is likely the reason we did not find significant improvements in the average dating
violence acceptance scores. The most significant finding is that for those who did reduce their
acceptance of dating violence, this shift was associated with a shift towards less traditional
gender role attitudes. This supports previous findings on the relationship between traditional
gender role attitudes and greater acceptance of dating violence against women (e.g., Berkel et al.,
2004).
The current study has several important limitations. First, although changes in traditional gender
role attitudes following the RE program were significant, we did not assess the effects of the
program compared to a control group. Thus, we are unable to determine whether the observed
changes in the current study are simply due to the passing of time or clearly the result of the
program. Future research using an experimental or quasi-experimental design may determine
more specifically the effects of RE on these outcomes. In addition, we did not examine the
number of RS+ program sessions each participant completed. In future studies, it would be
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helpful to assess the impact of dosage on changes in traditional gender role attitudes and dating
violence acceptance, particularly because dating violence is explicitly discussed in the
curriculum.
Next, most participants had a very low acceptance of dating violence at both time points. Thus,
the lack of significant findings for change in this measure is likely the result of reduced power
due to low variability. We examined beliefs about physical violence, which is the most severe
type but less common than other forms of dating violence. Future studies may provide a more
accurate examination of adolescent dating violence beliefs and include more variability by
assessing emotional, verbal, and psychological dating violence beliefs.
Finally, because RS+ was delivered during regularly scheduled FCS and Health classes, bias
may be introduced into the data. Health classes are mandatory for high school students in
Alabama; however, FCS classes are voluntary. Students who volunteer for the classes may be
more motivated to learn about the topic of healthy relationships and may be biased to report
greater improvements, while those who attend the program through a Health class may be less
motivated to learn and report improvements.
Our findings suggest that adolescents’ beliefs and attitudes regarding gender roles are open to
change when provided with educational materials such as those offered through RS+ (Pearson,
2007). This adds to the small but growing literature that indicates gender role attitudes are
malleable through RE (Lucier-Greer et al., 2012). Since gender role attitudes appear to be
responsive to participation in RE, and these shifts are associated with shifts in dating violence
acceptance, implications for practitioners include the provision of program content that addresses
both attitudes about aggression and dating violence and beliefs about gender roles. Although
messages of universal respect, value, and equity may be implicit ways of developing more
egalitarian gender role beliefs, future evaluation research should examine the effects of more
explicit program content on gender role beliefs.
Finally, RE aims to address unhealthy and faulty relationship beliefs in an attempt to influence
future behaviors. Given that beliefs and behaviors are typically associated (Ali et al., 2011;
Lichter & McCloskey, 2004), the next step in this research is to examine whether the shifts in
traditional gender role attitudes and associated changes in attitudes towards aggression and
dating violence documented in the current study are followed by a reduction in actual dating
aggression behaviors among RE participants.

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3

70

Effects of Relationship Education

67

References
Ackard, D. M., Eisenberg, M. E., & Neumark-Sztainer, D. (2007). Long-term impact of
adolescent dating violence on the behavioral and psychological health of male and female
youth. The Journal of Pediatrics, 151(5), 476–481. doi:10.1016/j.jpeds.2007.04.034
Adler-Baeder, F., Kerpelman, J. L., Schramm, D. G., Higginbotham, B., & Paulk, A. (2007). The
impact of relationship education on adolescents of diverse backgrounds. Family
Relations, 56(3), 291–303. doi:10.1111/j.1741-3729.2007.00460.x
Ali, B., Swahn, M., & Hamburger, M. (2011). Attitudes affecting physical dating violence
perpetration and victimization: Findings from adolescents in a high-risk urban
community. Violence and Victims, 26(5), 669–683. doi:10.1891/0886-6708.26.5.669
Antle, B. F., Sullivan, D. J., Dryden, A., Karam, E. A., & Barbee, A. P. (2011). Healthy
relationship education for dating violence prevention among high-risk youth. Children
and Youth Services Review, 33(1), 173–179. doi:10.1016/j.childyouth.2010.08.031
Ashley, O. S., & Foshee, V. A. (2005). Adolescent help-seeking for dating violence: Prevalence,
sociodemographic correlates, and sources of help. Journal of Adolescent Health, 36(1),
25–31. doi:10.1016/j.jadohealth.2003.12.014
Berkel, L. A., Vandiver, B. J., & Bahner, A. D. (2004). Gender role attitudes, religion, and
spirituality as predictors of domestic violence attitudes in white college students. Journal
of College Student Development, 45(2), 119–133. doi:10.1353/csd.2004.0019
Bryant, A. N. (2003). Changes in attitudes toward women’s roles: Predicting gender-role
traditionalism among college students. Sex Roles, 48(3–4), 131–142.
doi:10.1023/A:1022451205292
Buchanan, T., & Selmon, N. (2008). Race and gender differences in self-efficacy: Assessing the
role of gender role attitudes and family background. Sex Roles, 58(11–12), 822–
836. doi:10.1007/s11199-008-9389-3
Cunningham, M., Beutel, A. M., Barber, J. S., & Thornton, A. (2005). Reciprocal relationships
between attitudes about gender and social contexts during young adulthood. Social
Science Research, 34(4), 862–892. doi:10.1016/j.ssresearch.2005.03.001
Elder, G. H., Jr., Johnson, M. K., & Crosnoe, R. (2003). The emergence and development of life
course theory. In J. T. Mortimer & M. J. Shanahan (Eds.), Handbook of the life course
(pp. 3–19). New York, NY: Springer. doi:10.1007/978-0-306-48247-2_1
Gere, J., & Helwig, C. C. (2012). Young adults’ attitudes and reasoning about gender roles in
the family context. Psychology of Women Quarterly, 36(3), 301–313.
doi:10.1177/0361684312444272
Herrman, J. W. (2009). There’s a fine line…adolescent dating violence and prevention. Pediatric
Nursing, 35(3), 164–170.

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3

71

Effects of Relationship Education

68

Hilton, N. Z., Harris, G. T., & Rice, M. E. (2003). Adolescents' perceptions of the seriousness of
sexual aggression: Influence of gender, traditional attitudes, and self-reported experience.
Sexual Abuse: A Journal of Research and Treatment, 15(3), 201–214.
doi:10.1177/107906320301500304
Jones, S. R., & Gardner, S. P. (2002). Variables related to attitudes toward domestic violence and
use of reasoning, verbal aggression, and violent conflict tactics in high school students.
Journal of Family and Consumer Sciences Education, 20(1), 32–47.
Kerpelman, J. L., Pittman, J. F., Adler-Baeder, F., Stringer, K. J., Eryigit, S., Cadely, H. S., &
Harrell-Levy, M. K. (2010). What adolescents bring to and learn from relationship
education classes: Does social address matter? Journal of Couple & Relationship
Therapy, 9(2), 95–112. doi:10.1080/15332691003694877
Larsen, K. S., & Long, E. (1988). Attitudes toward sex-roles: Traditional or egalitarian? Sex
Roles, 19(1–2), 1–12. doi:10.1007/BF00292459
Lichter, E. L., & McCloskey, L. A. (2004). The effects of childhood exposure to marital violence
on adolescent gender-role beliefs and dating violence. Psychology of Women Quarterly,
28(4), 344–357. doi:10.1111/j.1471-6402.2004.00151.x
Lucier-Greer, M., & Adler-Baeder, F. (2011). An examination of gender role attitude change
patterns among continuously married, divorced, and remarried individuals. Journal of
Divorce & Remarriage, 52(4), 225–243. doi:10.1080/10502556.2011.556977
Lucier-Greer, M., Ketring, S. A., Adler-Baeder, F., & Smith, T. (2012). Malleability of gender
role attitudes and gendered messages in couple and relationship education. Family and
Consumer Sciences Research Journal, 41(1), 4–17. doi:10.1111/j.15523934.2012.02125.x
McGovern, J. M., & Meyers, S. A. (2002). Relationships between sex-role attitudes, division of
household tasks, and marital adjustment. Contemporary Family Therapy, 24(4), 601–618.
doi:10.1023/A:1021225313735
Offenhauer, P., & Buchalter, A. R. (2011). Teen dating violence: A literature review and
annotated bibliography. Washington, DC: National Institute of Justice. Retrieved from
https://www.ncjrs.gov/pdffiles1/nij/grants/235368.pdf
Pearson, M. (2007). Love U2: Getting smarter about relationships. Berkeley, CA: The Dibble
Institute for Marriage Education.
Price, E. L., Byers, E. S., Belliveau, N., Bonner, R., Caron, B., Doiron, D., … & Moore, R.
(1999). The attitudes towards dating violence scales: Development and initial validation.
Journal of Family Violence, 14(4), 351–375. doi:10.1023/A:1022830114772
Stanik, C. E., & Bryant, C. M. (2012). Marital quality of newlywed African American couples:
Implications of egalitarian gender role dynamics. Sex Roles, 66(3–4), 256–267.
doi:10.1007/s11199-012-0117-7

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3

72

Effects of Relationship Education

69

Angela Whittaker is a graduate student in Human Development and Family Studies at Auburn
University. She is involved in both research and Extension as part of a healthy marriage and
relationship education initiative, and her research focuses on adolescent romantic relationships
and dating violence.
Chelsea Garneau is an Assistant Professor in the Department of Human Development and
Family Studies at the University of Missouri. Her research addresses risk and protective factors
associated with individual, couple, and family resilience in complex families and the
effectiveness of community based interventions for promoting healthy relationships and
strengthening families.
Francesca Adler-Baeder is a Professor and Extension Specialist in Human Development and
Family Studies at Auburn University. Her applied research is focused on the assessment of
relationship and marriage education programs targeting a broad population of couples, adult
singles, and youth, with particular attention to the needs of low-resource families, post-divorce
families, stepfamilies, and military families.

Acknowledgements
Funding for this project was provided primarily through a grant from the U.S. Department of
Health and Human Services—Healthy Marriage Demonstration Grant #90FM0006.
The opinions, findings, and conclusions or recommendations expressed in this material are those
of the author(s)/presenter(s) and do not necessarily reflect the views of the United States
Department of Health and Human Services, Administration for Children and Families.

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3

73

Online Professional Development for Child Care Providers

70

Online Professional Development for Child Care Providers: Do
They Have Appropriate Access to and Comfort with the Internet?
Lindsay E. Wright
The University of Southern Mississippi
Diane W. Bales
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With the expansion of online trainings today, Extension professionals have an
opportunity to reach child care providers in more convenient ways. However,
having convenient, reliable Internet access can be a barrier to online training for
some child care providers, especially those with limited financial resources. This
study investigated child care providers’ ability to access online training through
convenient, reliable Internet access by asking 494 child care providers in Georgia
about their access to and comfort with the Internet. Participants completed a
brief 12-question survey that included questions about their Internet access and
use for both personal and professional purposes (i.e., whether or not they have
Internet access, where they have access, how often they use it, and how
comfortable they feel using it). The majority of child care providers reported
having Internet access (89.68%) and feeling comfortable using the Internet
(68.62%), and therefore, have the technological resources to participate in online
professional development.
Keywords: child care, online; professional development, Internet access, Internet
comfort, Extension
Introduction
In 2012, there were about 1.3 million child care providers in the United States (Bureau of Labor
Statistics, 2014). Although specific educational requirements vary from state to state, all state
child care licensing regulations require some professional development training for child care
providers each year. In Georgia, for example, child care providers are required to complete 10
hours of task-focused training annually in early childhood education, child development, or
subjects relating to the job assignment. Many other states require more hours of professional
development.
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Extension professionals in many states provide continuing education opportunities to meet the
professional development needs of child care providers working in both center-based and homebased child care. The continuing education of child care providers is crucial to the quality of
child care. Child care providers with a background in child development provide more sensitive
and responsive care to children, and children whose caregivers are well-educated tend to be
healthier and show better social and emotional adjustment (Burchinal, Cryer, Clifford, & Howes,
2002; Marshall, 2004; Whitebook, 2003). Some challenges can make the opportunities for
continuing education difficult, including lack of money, accessibility, and scheduling problems
(Olsen, Donaldson, & Hudson, 2010). Many of these barriers to continuing education can be
overcome through the expansion of online professional development training that child care
providers can complete on their own schedules (Olsen et al., 2010).
For the last 13 years, the Pew Research Internet Project (2014) has studied how the Internet
impacts the lives of Americans. Not surprisingly, 87% of Americans report using the Internet in
their everyday lives for a variety of purposes (Pew Research Internet Project, 2014). Those that
do not use the Internet most commonly cite they do not use it because they find it unnecessary
(Zickuhr & Smith, 2012).
With today’s technological advances, online professional development trainings, seminars, and
courses are gaining popularity over traditional face-to-face instruction in many professions. The
Pew Internet and American Life Project surveyed presidents at colleges and universities
throughout the United States and found that 77% of these universities offer online courses
(Parker, Lenhart, & Moore, 2011). Since online courses can be either synchronous (everyone is
online at a designated day/time to participate in video streaming, chat, etc.), asynchronous
(materials are available online for participates to access on their own schedule), or a combination
of both, these courses are more accessible and flexible, while still being comparable to traditional
face-to-face instruction in terms of rigor and educational experience (Parker et al., 2011). The
National Center for Education Statistics Fast Facts found that 20.4% of college students chose
some kind of online course in 2007-2008 (U.S. Department of Education, 2011), and some
colleges and universities are even moving to entirely online degree programs (e.g., Western
Carolina University’s Birth-Kindergarten Program in the Human Services Department).
Online education is also available as an option for many child care providers. Ohio State
University and Johns Hopkins University, with support from the U.S. Department of Agriculture
(USDA) and the Department of Defense (DoD), are developing a virtual child care lab school
system as a primary training tool for child care providers on military installations (USDA &
DoD, 2011). The virtual lab school will house customizable trainings for military child care
programs around the world. Within Cooperative Extension, Texas A&M University and the
Better Kid Care project at Penn State University are providing self-paced online training tailored
specifically for child care providers (Penn State Extension, 2014).
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Despite the popularity of the Internet and online education across the United States, an
assessment team with the national eXtension initiative found some Extension professionals
believe their audiences are unable to use technology for online professional development
opportunities (Diem, Hino, Martin & Meisenbach, 2011; Zickuhr & Smith, 2012). Other
Extension agents report their audiences are resistant to the use of technology and are not open to
participating in online professional development opportunities when they are available (Seger,
2011; Zickuhr & Smith, 2012). Since developing interactive online courses for child care
providers requires a significant investment of Extension funds and staff time, it is important to
understand more about child care providers’ access to technology and their comfort with using
the Internet in order to determine whether online education is a viable option to meet their annual
professional development requirements.
Since the primary requirement to attend online trainings is Internet access (Olsen et al., 2010),
the purpose of the present study was to investigate access to and comfort with the Internet among
child care providers in Georgia. We anticipate moderate availability and comfort with the
Internet and variations in Internet use and comfort based on age. Specifically, we hypothesize
those ages 60 or older will be the least comfortable using the Internet and will be less likely to
access the Internet for professional development trainings.
Materials and Methods
Participants were a total of 494 child care providers attending conferences and face-to-face
professional development trainings offered by county Extension agents in Georgia between
October 2010 and March 2011. An informational letter and survey were distributed to all
attendees at their conference registration or at the beginning of their training. Those who chose
to complete the survey dropped it in a drop box before leaving the conference or training.
Participants completed a brief survey that included questions about their Internet access and use
for both personal and professional purposes (i.e., whether or not they have Internet access, where
they have access, how often they use it, and how comfortable they feel using it). Participants
also provided basic demographic information (i.e., age, race, and highest level of education
completed).
Results
Study participants came from 37.11% of Georgia counties and all four Cooperative Extension
districts. More than 86% of participants were between ages 18 and 59, and more than half
identified themselves as African American. Most participants had a high school diploma/GED
or had attended but not completed college or technical school. Table 1 summarizes demographic
characteristics of the study participants.
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Table 1. Demographic Characteristics of Participants
Characteristic
Age (N = 483)
Less than 18
18 to 29
30 to 39
40 to 49
50 to 59
60 or older
Ethnicity (N = 491)
African American
Asian
Caucasian
Hispanic
Other
Education (N = 489)
Elementary school
Some high school
High school diploma/GED
Some college/tech school
Associate’s degree
Bachelor’s degree
Master’s degree

n

%

3
105
105
107
100
63

.62
21.74
21.74
22.15
20.70
13.04

262
6
196
19
8

53.36
1.21
39.92
3.87
1.63

1
23
167
184
49
41
24

.20
4.70
34.15
37.63
10.02
8.33
4.82

Descriptive statistics (means and percentages) were used to determine average scores on all
survey questions. A majority of participants in this survey (89.68%) reported having Internet
access. Of those who reported having Internet access, most have access at home (88.26%) and
use it at least daily (71.72%). Participants were also asked to rank their frequency of Internet use
on a scale of 1 to 6 (with 1 being Once a year or less and 6 being At least once a day). Table 2
(on the next page) shows participants’ reported Internet accessibility and frequency of use.
Participants were also asked to rate their comfort with using the Internet on a scale of 1 to 4
(with 1 being Not at all comfortable and 4 being Very comfortable). Of the 486 participants who
answered this question, 49.18% reported that they were Very comfortable with using the Internet,
20.58% reported being Pretty comfortable, and 22.02% reported being Somewhat comfortable.
Only 4.73% participants who answered this question reported that they were uncomfortable
using the Internet.
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Table 2. Child Care Providers’ Self-Reported Internet Access and Use
Characteristic
Internet Accessibility (N = 443)
Home
School
Work
Phone or other mobile device
Other
Frequency of Internet Use (N = 435)
At least once a day
At least once a week
At least once a month
Once every few months
A few times a year
Once a year or less
Never

n

%

391
71
169
125
20

88.26
16.03
38.15
28.23
4.51

312
71
20
16
8
5
3

71.72
16.32
4.60
3.68
1.84
1.15
.69

Tables 3 and 4 show the means and standard deviations for comfort and frequency of internet use
as a function of age and education, respectively. ANOVAs comparing means between groups
were also conducted to evaluate differences in Internet access and comfort between participants
of different ages and levels of education (Table 5). Not surprisingly, participants between ages
18 and 29 were both the most comfortable using the Internet and used it the most often. In
contrast, participants ages 60 or older were the least comfortable using the Internet and used it
the least. Participants with a graduate degree were most likely to report being comfortable using
the Internet and to use it the most often; those who only completed some high school were the
least likely to report being comfortable using the Internet and used it the least often.
Table 3. Means and Standard Deviations for Comfort and Frequency of Internet Use as a
Function of Age
Comfort
Age
Less than 18
18 to 29
30 to 39
40 to 49
50 to 59
60 or older
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M
3.67
3.73
3.34
3.10
2.51
2.37

Frequency
SD
.577
.542
.853
1.09
1.18
1.21

M
5.67
5.75
5.71
5.41
4.98
4.33

SD
.577
.612
.804
1.26
1.51
2.12
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Table 4. Means and Standard Deviations for Comfort and Frequency of Internet Use as a
Function of Education
Comfort
Education
Elementary school
Some high school
High school diploma/GED
Some college/tech school
Associate’s degree
Bachelor’s degree
Master’s degree

M
3.00
2.38
2.91
3.12
3.20
3.50
3.63

SD
--1.35
1.14
1.01
1.20
.877
.711

Frequency
M
SD
5.00
--4.72
1.99
5.24
1.38
5.32
1.31
5.26
1.67
5.85
.366
5.87
.626

Table 5. One-Way Analysis of Variance Summary Table
Source
Comfort v. Age
Frequency v. Age
Comfort v. Education
Frequency v. Education

df
5
5
6
6

SS
117.85
99.27
31.90
25.11

MS
23.57
19.85
5.32
4.185

F
24.42
12.48
4.63
2.37

p
.000
.000
.000
.029

Discussion
The findings of this study provide important information for professionals who are considering
offering online professional development for child care providers. First and foremost, almost
90% of the child care providers surveyed in Georgia reported having access to the Internet at
home, work, or on a mobile device. Since such a high percentage of child care providers report
having Internet access, participating in online training (through Cooperative Extension and other
sources) may be a viable option to meet their annual professional development requirements.
The results from this study indicate that the majority of child care providers both have access to
and are comfortable using the Internet, which makes online professional development possible.
Based on our findings, we recommend that Extension professionals designing training for child
care professionals consider four key factors:
1. Orientations and technical support are key components of online courses for child
care providers. In our study, child care providers who were older and had less education
demonstrated less comfort with the Internet than those who were younger and had higher
levels of education. When planning online training, Extension professionals may need to
take the time to familiarize individuals who are less familiar with Internet technology and
online courses with the specific online training methods and tools being used prior to the
beginning of the online course. Providing a self-paced orientation that participants can
complete before the course begins is one way to help increase comfort and reduce
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challenges related to unfamiliar technology. Providing easy access to technical support
throughout the online course experience is also essential to ensuring that all child care
providers can navigate online professional development.
2. Synchronous and asynchronous online training are different, but both can be
effective. Synchronous trainings are scheduled for a specific date/time, and everyone
must be online at the same time to attend the training. Asynchronous trainings do not
require child care providers to attend an online session at a specified date and time.
Extension professionals develop the online training in advance and provide interactive
materials (e.g., narrated presentations, videos, quizzes, and assignments) that those
participating can access whenever they want during a defined period of time. Both
synchronous and asynchronous training designs have benefits and challenges.
Synchronous trainings have less time flexibility, but the set schedule and regular
meetings ensure that participants complete the training in a timely manner.
Asynchronous trainings may be more convenient because they can be completed at any
time. However, they may take more time to complete because of the lack of firm
deadlines. Creating a series of deadlines and requiring occasional check-in contacts may
help ensure that child care providers complete asynchronous courses in a timely manner.
3. When planning synchronous training, it is important to keep in mind the variations
in where child care providers access the Internet. Most child care providers work
between the hours of 6 a.m. and 6 p.m. Approximately 80% of participants in our study
reported having Internet access at home, 35% had it at work, 26% had it on their phone,
and 14% had it at school. Providers who only have Internet access at home will need to
attend online training after work hours. Child care providers who only have Internet
access at work may only be able to attend synchronous online at a time when they can
leave the classroom, such as during children’s nap time or before or after work.
4. Public library access is unlikely to work for online child care training. Even though
libraries have public Internet access, most child care providers are unlikely to go there to
attend online training, possibly because of the time involved in completing an online
training or the public nature of library Internet access. In our study, only 4.51% of
participants reported having Internet access at the library. The 10.54% of providers who
reported not having access to the Internet in the current study either did not know that
Internet access was available at the library or did not consider the library a viable option
for them to use the Internet.
As in every study, there are some limitations to the conclusions that can be drawn. First, data
were collected only in the state of Georgia. This sample may not be representative of other states
or of the United States as a whole. It is also important to note that the surveys in this study were
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conducted almost four years ago. Internet familiarity and use has continued to increase since
these data were collected, and therefore, the study may underestimate child care providers’
access to the Internet and willingness to complete online professional development training.
More current data may provide further clarification about the feasibility of online training as a
strategy for Extension professionals to educate child care providers.
Despite these limitations, the results of this study suggest that online training may be a viable
option for ongoing professional development for child care providers because most child care
providers have the Internet connectivity and comfort with online technology to attend online
training. Extension professionals can play an important role in developing and offering both
synchronous and asynchronous online training that takes into consideration the work schedules,
educational backgrounds, and adult learning styles and needs of child care providers. Orienting
child care providers to the technology tools prior to the beginning of an online course and
providing ongoing technical support for providers during online training are strategies to help
those less comfortable with Internet technology participate successfully in online training.
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Research suggests that young children with disabilities often fall victim to
bullying because of a lack of social competence and social skills necessary for
consistent engagement with peers. This article focuses on a comprehensive
approach to classroom management and offers important strategies for a multilevel positive behavioral support plan. The positive behavioral support plan is
embedded in the daily curriculum and includes strategies that enhance
cooperative learning and socialization experiences, increases academic
readiness, and supports academic success.
Keywords: inclusion, classroom community, anti-bullying, behavior support plan
Peer rejection is an eventual reality for many young children. For children with special needs,
however, the incident rate is comparatively high, with some research suggesting that children
with special needs experience a peer rejection rate of 33%, while their typically developing peers
experience a much lower 10% rate of peer rejection (Odom, Brown, Schwartz, Zercher, &
Sandall, 2002). Research suggests that young children with disabilities often fall victim to
bullying because of the lack of social competence and social skills necessary for consistent
engagement with peers (Heydenberk & Heydenberk, 2007). Victims of bullying, often children
with disabilities, are usually identified as demonstrating low levels of social competence,
inefficient conflict resolution skills, and lower levels of effective vocabulary (Heydenberk &
Heydenberk, 2007; Samples, 2004). Further, young children who are bullied in the preschool or
primary years are more likely to continue to be bullied as they reach middle and high school
(Brown & Taylor, 2008).
In an effort to include all children in appropriate educational settings, inclusive classrooms are
becoming more evident in the preschool and primary years. While evidence supports the
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concept of inclusion of children with and without disabilities in the same classroom, the process
of establishing a community learning environment can be challenging for early childhood
educators (Meadan & Monda-Amaya, 2008; Terpstra & Tamura, 2008; Webster-Stratton, Reid,
& Stoolmiller, 2008). The relevance of positive peer relationships and classroom management
strategies are particularly evident in the inclusive early childhood setting. Specific
developmental skills and relationship components have been identified, however, as particularly
important for establishing a nurturing and supportive environment for all children: emotional
self-regulation, social competence (Meadan & Monda-Amaya, 2008; Terpstra & Tamura, 2008),
encouraging classroom communities (Gartrell, 2007), and social skills curriculum (Allen &
Cowdery, 2005; Webster-Stratton et al., 2008).
Emotional development and emotional regulation are identified as the foundations to a young
child’s well-being, with specific emphasis on emotional regulation and educational growth and
development (Lillas & Turnbull, 2009). The ability to demonstrate appropriate emotional
regulation and pro-social skills can assist young children in developing friendships, being
successful as play partners, learning the importance of cooperation (Meadan & Monda-Amaya,
2008; Terpstra & Tamura, 2008) and developing the capacity for empathy (Gartrell, 2007).
However, emotion regulation and pro-social behaviors do not naturally occur or unfold as
development progresses. Rather, the ability to regulate behavior and initiate pro-social
interactions are skills that are acquired or learned within the context of relationships and
environments that promote the importance of quality social experiences (Kim, 2005; Meadan &
Monda-Amaya, 2008; Terpstra & Tamura, 2008; Webster-Stratton et al., 2008). Young children
with disabilities often demonstrate lower levels of these key components of social competence,
leading to lower social status within the classroom (Meadan & Monda-Amaya, 2008). Thus, it is
important for early childhood educators to assist young children, with and without disabilities, in
increasing emotional regulation and building social skills as we move toward a more inclusive
mindset in our early childhood settings (Meadan & Monda-Amaya, 2008; Terpstra & Tamura,
2008; Webster-Stratton et al., 2008).
A growing body of literature is emerging that supports the need to establish strong foundations in
social competence for all young children (Niles, Reynolds, & Roe-Sepowitz, 2008; WebsterStratton et al., 2008). All young children in early childhood classrooms can benefit from
curriculum and interactive relationships that promote respect and responsible behavior
(Heydenberk & Heydenberk, 2007; Terpstra & Tamura, 2008). When self-regulation skills are
facilitated, a sense of psychological safety permeates the classroom and sets the stage for social
success for all children (Bailey, 2011). Early childhood educators who teach young children
with disabilities are particularly charged with the responsibility of designing environments that
support interactive play, nurture early friendships, and reduce rejection and isolation, as the rates
of peer rejection and isolation for young children with disabilities are estimated to be
disproportionately higher than for their typically developing peers (Kim, 2005; Odom et al.,
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2002; Terpstra & Tamura, 2008). When young children with disabilities can engage with peers
and be engaged by peers without disabilities it creates a “framework for mutual interest and
shared understanding” (Kim, 2005, p.166) that promotes meaningful play and social experiences
and facilitates opportunities for incidents of social competence to emerge across developmental
levels for all involved, creating a classroom climate that becomes influential in peer acceptance
and supportive of accommodations of children with disabilities (Lindsay & McPherson, 2012).
A comprehensive approach to classroom management must target these important skills and be
designed to offer support for children at multiple levels (Hirschstein, Edstrom, Frey, Snell, &
MacKenzie, 2007; Meadan & Monda-Amaya, 2008). Strategies for classroom management must
focus on creating connections and a sense of safety for all children and be framed with a multilevel approach to addressing challenging behavior, especially bullying.
Positive Behavioral Support Plan
A classroom-wide positive behavioral support plan is a multi-level approach that is evidencebased and especially addresses the need to provide meaningful, hands-on interventions in an
inclusive classroom community (Heydenberk & Heydenberk, 2007). Classroom positive
behavioral support plans create environments that support social and learning outcomes while
preventing problem behaviors (Trussell, 2008). For example, when teachers have and encourage
positive relationships with and among children, strive to foster supportive classroom
environments, and focus on teaching social and communication skills, they reduce the likelihood
of challenging behavior.
Level I
In level one of the positive behavioral support plan, strategies are geared toward the classroom as
a whole. These strategies offer all members of the class daily opportunities to participate and be
engaged in problem solving, negotiations, and positive interactions.
Classroom meetings. Classroom meetings are held to develop the classroom as a community
that accepts and celebrates human differences and acknowledges strengths in all the members
(Gartrell, 2007; Meadan & Monda-Amaya, 2008). They provide every student in the class a
chance to have his/her voice be recognized and heard, acknowledging that every child holds an
important and valued place in the classroom.
Classroom meetings offer all class members opportunities to discuss current problems,
brainstorm about solutions, and implement a solution that is agreed on by the majority of the
class (Jones & Jones, 2004; Meadan & Monda-Amaya, 2008). The classroom meetings should
foster a sense of belonging for each child and be framed with guidelines to provide structure and
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fairness for all. Logistically, meetings should occur in a circle, ensuring that everyone can see
and be seen; and their purpose should be a time when the class can unite, share, celebrate, create,
and/or problem solve, reinforcing the idea that all are valued and part of the functioning whole of
the classroom (Bailey, 2011).
Children with disabilities report that hiding their condition often results in increased rates of
social exclusion and bullying, making them targets for children to point out their differences in
hurtful ways (Lindsay & McPherson, 2012). When a child with a disability joins a class, the
classroom meeting could afford the child, as able, the opportunity to share about his/her
disability and inform the class what his/her related needs are, while also emphasizing the
similarities shared with classmates. In the event the child is too young or physically unable to do
so for him/herself, the teacher could lead this discussion. Open disclosure of the disability can
create a better understanding of both differences and similarities and drastically reduce any
bullying stemming from ignorance or misunderstandings of the disability (Lindsay &
McPherson, 2012).
Conflict resolution circle. Conflict resolution circles are used to mediate disputes between two
children. A conflict resolution circle is a plastic ring that serves as a physical reinforcer for
conflict resolution (Heydenberk & Heydenberk, 2007). The conflict resolution circle is placed in
a central location in the classroom. When a conflict arises, the disputants are taught to hold the
ring together, while facing each other and state their version of the problem without interrupting
each other. The conflict resolution ring allows each disputant to clarify his or her perspective,
paraphrase his or her understanding of the other person’s perspective, and work collaboratively
to reach a solution (Heydenberk & Heydenberk, 2007). For young children, the conflict
resolution ring offers a tangible reminder that discussions can assist in resolving conflicts in
appropriate ways and reinforce that everyone’s perspective is important. Further, the act of
holding the ring together provides an important physical connection for the children as they
navigate their conflict discussion.
Peaceful beings. Young children often need visible reminders of the importance of being kind
and peaceful. The Peaceful Beings, life-size paper-doll figures, are inscribed with words that the
children generate alternatives to name calling and insults (Heydenberk & Heydenberk, 2007).
After the Peaceful Beings are fully inscribed with words such as kindness, caring, helpfulness,
sharing, listening, etc., the Peaceful Beings are hung on the wall to serve as physical reminders to
use kind words that are helpful and not harmful to others (Heydenberk & Heydenberk, 2007).
Level II
The second level of the positive behavioral support plan is designed to address specific strategies
that promote social competence and social skills. Children without disabilities can effectively
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employ social skill strategies that increase their social interactions with peers with disabilities
(Meadan & Monda-Amaya, 2008; Terpstra & Tamura, 2008). When young children without
disabilities better understand and appreciate the actions and behaviors, or the lack thereof, from
their peers with disabilities, they are more inclined to view the peer with a disability as a
competent play partner. Strategies that assist the young child without disabilities include
increasing skill in mutual attention to the play activity, offering comments about current
activities, suggesting play ideas, and being affectionate (Meadan & Monda-Amaya, 2008;
Terpstra & Tamura, 2008).
Children’s literature. Early childhood educators should design a step-by-step process to assist
children to employ social skills while engaging with their peers with disabilities. The step-bystep process should include an introduction to the skill, discussion about why the skill is
important, adult modeling of the skill, adult-child practice of the skill, and finally, child-child
practice of the skill (Terpstra & Tamura, 2008). Children’s literature is a good anchor for the
facilitation of the step-by-step process. For instance, in the board book, Let’s Be Friends,
Hallinan (2005) teaches children that the first step in establishing a new friendship can be as
simple as a smile and a greeting. In I Want to Play, Crary (1996) allows her young readers to
consider ways to best initiate play with others. And books such as Yo! Yes? reminds all children
that getting to know people who are different can result in unexpected friendships (Raschka,
1993).
Placemat game. The placemat game pairs children with a disability with a typically developing
peer and is used during snack and meal times, thus increasing the social experience of said times
for the child with a disability. The teacher provides both children a placemat during snack or
meal time. The placemats should include pictures that are familiar and likely to prompt
conversation. Recommended pictures include: activities that the children experience in the
classroom, familiar characters, or favorite toys or foods. The children are then prompted to
begin a discussion about the pictures. Drawing the attention of both children to a common
interest increases social interaction during a mealtime experience and provides a more positive
social experience for all children (Terpstra & Tamura, 2008). When children identify that they
share common interests and or goals, social interactions increase and more social play and
engagement occur across developmental levels and classroom activities (Kim, 2005).
Level III
Level three is designed to target individual strategies for the child with a disability or with weak
social competence. A child with a disability may not acquire social skills as easily as a child
without a disability, often requiring more direct instruction and social skills training (Allen &
Cowdery, 2005; Terpstra & Tamura, 2008). Social skills training activities should be designed
to target the child’s specific needs (Meadan & Monda-Amaya, 2008). Young children with
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disabilities often need assistance and training to acquire or enhance skills that include
opportunities to learn how to enter playgroups, how to share, how to initiate interactions, and
how to respond appropriately (Terpstra & Tamura, 2008). These skills are most effective when
taught in the natural environment of the classroom, embedded in the course of daily activities.
Young children with disabilities can be taught how to imitate their peers and engage with toys
and others in curriculum centers in inviting ways (Allen & Cowdery, 2005; Meadan & MondaAmaya, 2008).
Class leaders. An example that assists young children with disabilities in developing social
competence and social skills includes providing them an opportunity to serve as a leader in the
class. Young children with disabilities need opportunities to experience leadership. An example
for increasing leadership with young children may include providing a child with wheelchair
mobility a small basket to use to pass out napkins and cups for snack. Young children with
language delays or impairment may find a welcome announcement recorded on his or her
augmentative communication device useful. This announcement allows the child to be the early
morning door greeter as his or her peers arrive at school.
Teacher prompts and cues. Another example of Level III strategies is the teacher’s use of
prompts or cues to elicit more social interactions and provide daily opportunities to engage in
developmentally appropriate play (Kim, 2005; Meadan & Monda-Amaya, 2008; Terpstra &
Tamura, 2008). The teacher can provide more social prompts and more structured support to
assist the child in engaging in new activities or playing with new toys. Examples may include
direct hand-over-hand activities or reminding the child how to use play-group entry skills (e.g.,
“Ask your friend to help you balance your block on the tower you’re building”).
Summary
The strategies included in this positive behavioral support plan are based on evidence that
demonstrates effective approaches to reducing challenging behaviors, increasing social
competence, and establishing a community classroom climate. It is important for an early
childhood teacher to develop a classroom management plan that includes numerous positive
behavioral management strategies that promote the social and emotional well-being of all
children (Webster-Stratton et al., 2008). When the daily curriculum frames the important social
skills needed and includes strategies that enhance cooperative learning and socialization
experiences, young children with and without disabilities gain skills and perspectives that result
in fewer conduct problems, increased academic readiness, and more academic success (Meadan
& Monda-Amaya, 2008; Terpstra & Tamura, 2008; Webster-Stratton et al., 2008).
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What Do You Want to Accomplish in the Next 10 Years?
The Goals of Emerging Adults
Joshua J. Turner
Joe D. Wilmoth
Tommy M. Phillips
Mississippi State University
Emerging adulthood is a period characterized by transition. Individuals in this
stage of development find themselves in between adolescence and young
adulthood, faced with consequential decisions related to their educational
attainment, career trajectory, and the overall direction of their life course. This
study focused on the goal-setting behavior of emerging adults. Data were
collected through interviews with individuals between the ages of 18 and 25 (N =
91). It was expected that the goals of this group would be oriented toward more
individualistic pursuits, with less emphasis placed on more collectivistic goals. It
also was anticipated that interviewees would have wide-ranging and multiple
goals, which is reflective of the exploratory nature of emerging adulthood.
Results show partial support for these hypotheses as interviewees listed more
collectivistic goals than anticipated, but also were likely to list multiple and wideranging goals.
Keywords: emerging adulthood, goals, identity, life course, qualitative methods
Emerging adulthood is a critical period in one’s life. It is a time in which individuals enjoy a
greater sense of independence and are given the freedom to explore many options and ideas.
Emerging adulthood is also a period characterized by transition. Individuals in this age group
(typically age 18 to 25) find themselves in between the stages of adolescence and young
adulthood, and though they may be allowed a certain amount of liberty to experiment, they also
are faced with important decisions related to their educational attainment, career trajectory, and
the overall direction of their life course.
It is important that emerging adulthood be understood within a cultural context. It is a stage of
development that is most prevalent in more industrialized societies where entry into careeroriented roles and the assumption of traditional adult responsibilities often is delayed (Arnett,
2000; Nelson & Chen, 2007). Greater affluence, opportunities for education, and more relaxed
social expectations in these societies allow for a longer period of identity exploration in which
individuals develop their own values and interests (Badger, Nelson, & Barry, 2006). During this
exploratory period, individuals go through a selection process where their priorities start to take
Direct correspondence to Joshua J. Turner at jturner@nsparc.msstate.edu
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shape and their options begin to narrow to those considered most important (Baltes, 1997;
Freund & Baltes, 2002).
This paper describes a qualitative study that explored the 10-year goals of emerging adults
through an analysis of semi-structured interview data. The paper begins with a review of
research literature related to emerging adulthood and goal setting. Topics to be visited include
the characteristics of emerging adulthood, the influences and benefits of goal setting, and the
goal-setting behavior of emerging adults. Interview data were analyzed to determine if the selfreported goals of emerging adults in this study are consistent with what has been reported in the
existing literature on the goal-setting behavior of emerging adults.
Review of Literature
A Profile of Emerging Adulthood
Emerging adulthood has several key features. Nelson and Chen (2007) outline these features by
describing emerging adulthood as a period in which individuals tend to experience feelings of
being in between two stages of development: adolescence and young adulthood. During this
period (typically between the ages of 18 to 25), individuals go through a stage of development
and identity exploration marked by both instability and possibility. It is during emerging
adulthood that individuals start to develop a true self as they start to discover and develop their
own interests, personal beliefs, and values, while also making decisions that will have a
significant impact on their future (Barry, Nelson, & Christofferson, 2013; Nelson & Chen, 2007).
It is important to recognize that the phenomenon of emerging adulthood is often more applicable
to industrialized and westernized societies. In these societies, access to greater economic
resources affords individuals the opportunity to delay entry into the workforce and other adult
roles as they explore a wide range of options for the future (Badger et al., 2006; Baltes, 1997).
Emerging adulthood also is argued to be found in societies that place a stronger emphasis on
individualism and where the rites of passage that demarcate the entry into adulthood differ when
compared to societies that stress more collectivistic ideals (Beutler, 2012; Shulman, Feldman,
Blatt, Cohen, & Mahler, 2005).
Within this context, emerging adulthood is best outlined in the work of Arnett (2000), whose
theory proposes that emerging adulthood is a period of human development that is distinct both
demographically and subjectively from adolescence and young adulthood due to delayed entry
into institutions such as marriage and parenthood and the evidence that emerging adults are often
reluctant to consider themselves to be full-fledged adults. Perhaps most importantly for the
purposes of this study, however, Arnett (2000) describes emerging adulthood as a period of
development that greatly emphasizes the importance of role and identity exploration. This
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argument may best be summarized in one of Arnett’s (2000) concluding remarks in which he
describes emerging adulthood as “an age of possibilities, a period in which many different
potential futures remain possible and personal freedom and exploration are higher for most
people than at any other time” (p. 479).
The Importance of Goal Setting
Goal setting—and the benefits of this behavior—is, by no means, a new subject of study. In the
human development literature, goals tend to be defined as aspirations related to what a person
wants to become or what a person wants to accomplish in the future (Roberts, O’Donnell, &
Robins, 2004). Goals can be wide-ranging and often are predicated upon one’s age or stage of
development (Krings, Bangerter, Gomez, & Grob, 2008; Salmela-Aro, Aunola, & Nurmi, 2007).
Often goals involve accomplishments related to establishing a career, starting a family, achieving
a desired type of lifestyle, and enjoying some level of economic success or security (Hill,
Jackson, Roberts, Lapsley, & Brandenberger, 2011; Roberts et al., 2004). There are many
factors that influence the goals that individuals set for themselves, with the most important
factors possibly being the opportunities and constraints certain environments present (Mayer,
2004).
One of the greatest benefits of meeting one’s goals is the positive effect it can have on individual
well-being (Nurmi & Salmela-Aro, 2002; Sheldon & Cooper, 2008). The dedicated pursuit of
goals increases the likelihood of goal attainment, which has been found to enhance individual
self-efficacy (Bandura, 2001). In contrast, the lack of a goal has been found to have negative
effects on individual well-being and an increased likelihood of developing symptoms of
depression (Shulman & Nurmi, 2010).
The Goals of Emerging Adults
Past research has found emerging adulthood to be a period in which individuals consider
multiple options as they plan for the future (Arnett, 2000; Hill et al., 2011). Often, the personal
goals of emerging adults and younger age groups have focused more on individualistic interests,
such as the pursuit of education, career, and economic success (Krings et al., 2008). Less
emphasis is placed on goals related to collectivistic ideals, such as raising a family and service to
the community, especially in the early periods of this stage of development (Arnett, 2003). This
individualistic scenario is seen as more typical of industrialized and westernized societies in
which emerging adulthood is found to be most prevalent (Badger et al., 2006; Nelson & Chen,
2007).
Although it is a time for exploration, emerging adulthood is also a period in which one’s goals
eventually become more focused (Baltes, 1997). This change is due to the major decisions
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individuals in this period of development must make regarding their transition into young
adulthood and the overall direction of their life course (Roberts et al., 2004; Shulman & Nurmi,
2010). Once education is attained, relationships are established, and more work and life
experience is gained, individuals in this developmental period hopefully have adequately
prepared themselves for the next stage of development (Roberts, Wood, & Smith, 2005).
This study used semi-structured interview data to explore the self-reported goals of emerging
adults. Based on past research, two major hypotheses were proposed. First, it was expected that
the goals of the interviewees would be oriented toward more individualistic pursuits related to
future educational and career accomplishments, while less emphasis would be placed on more
collectivistic goals, such as starting a family or giving back to the community (Arnett, 2003;
Krings et al., 2008; Shulman et al., 2005). Second, it was anticipated that interviewees would
report wide-ranging and multiple goals, which is reflective of the exploratory nature of emerging
adulthood (Arnett, 2000; Hill et al., 2011; Roberts et al., 2004).
Methodology
Data and Sample Profile
Data were collected through a series of semi-structured interviews with 91 individuals between
the ages of 18 and 25. Interviewees responded to questions related to the physical, social,
psychological, and mental changes they have experienced during the transition from their
previous stage of development and which of these changes they viewed as most important. In
addition to these issues, interviewees were asked about how their relationships and priorities
have changed, the benefits and challenges of their current stage of development, and the advice
they would give to younger people about how to prepare for the future. The main focus of this
study, however, was the interview item related to the most important goals that interviewees
stated they wanted to accomplish over the next ten years.
Interviewees were selected through convenience sampling by student interviewers enrolled in a
human development course at a large public university in the southeastern United States.
Because of the target age group (ages 18-25), many of the interviewees were enrolled in college
at the time of the study. However, as part of the assignment, student interviewers were
instructed to refrain from interviewing students enrolled in the human development course from
which the study originated. The average age of the interviewees was 21.6 years. The majority of
the sample was female (56%). In terms of ethnicity, 55% of interviewees were White, 38% were
African American, 6% identified with two or more ethnic groups, and 1% of the sample was
Asian. The majority of interviewees (77%) had earned a high school diploma, 22% had earned a
postsecondary degree (associate’s or bachelor’s), and 1% had earned a graduate degree. In terms
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of marital status, 5% of interviewees were married, 3% were divorced or separated, 5% were
cohabitating, 41% were dating, and 46% reported they were single.
Procedures and Implementation
Semi-structured interviews were conducted and data from these interviews were collected as part
of a class assignment. Each interviewer was assigned to conduct a total of nine interviews of
individuals representing three stages of adulthood: (1) emerging adulthood (ages 18-25), (2)
young adulthood (ages 26-40), and (3) middle adulthood (ages 41-64). Before conducting the
interviews, interviewers were required to attend a research ethics session in which they became
certified by the university’s internal review board and thus authorized to conduct research
involving human subjects. The interviewers also received an introduction to research
methodology and instructions on how to use the standardized interview guide for semi-structured
interviews.
Before agreeing to participate, potential interviewees were presented with an informed consent
form, which assured them that their participation was voluntary and all responses would be kept
confidential. After consenting to participate, appointments were scheduled. Interviews were
conducted in person, and interviewees were allowed to review the interview guide prior to the
interview session. Interviewees were also allowed to refer to the interview guide during the
interview session.
The interview guide was quite detailed with regard to its questions about adult development.
Interviewees responded to questions related to the physical, social, psychological, and mental
changes they had experienced during the transition from their previous stage of development and
which of these changes they viewed as most important. In addition to these issues, interviewees
were asked about how their relationships and priorities have changed, the benefits and challenges
of their current stage of development, and the advice they would give to younger people about
how to prepare for the future.
Data for purposes of analysis for this study, however, were collected from a single open-ended
interview item. The item asked interviewees, “What is the most important goal you want to
accomplish in the next 10 years?” Interviewees were allowed to state an unlimited number of
goals. The following section explains how responses to this interview item were analyzed.
Analytical Strategy
Prior to full analysis of the interview data, an agreed-upon coding system was established among
the authors, with goals ranked based on the order in which they were listed by the interviewees.
Multiple reviews and analyses of the qualitative data were conducted to ensure inter-rater
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agreement among the authors and to decrease chances of bias. Complete agreement on the
coding system was required and obtained before proceeding with the final analysis.
Staying consistent with the agreed-upon coding system and analytical strategy, the first goal
listed by the interviewees was classified as a primary goal. Every goal listed after that was
classified as a secondary goal. The classification of goals did not necessarily indicate order of
importance; rather it was a method used to more conveniently code and analyze the interview
data. All goals listed by the interviewees were taken into account with the objective of
identifying patterns or relationships regarding how goals were listed.
Results
Results of the analysis indicated that, as expected, interviewees had wide-ranging and multiple
goals. Of the 91 individuals that were interviewed, only 2 stated having a single 10-year goal.
In terms of primary goals, the most frequently listed goals were career-oriented. Over one-third
of interviewees (34%) stated the desire to establish a career as their primary goal, while other
interviewees were first concerned with educational pursuits (23%), starting a family (12%),
achieving financial stability (7%), and owning property (7%) (See Table 1).
Table 1. Top 5 Primary Goals
Goal
Establish career
Educational pursuits
Starting a family
Financial stability
Owning property

Number
31
21
11
6
6

Percent
34
23
12
7
7

Although 88% of interviewees listed individualistic goals as their primary goal, it is important to
note that interviewees consistently made conscious connections between the goals they listed,
often indicating that their more individualistic primary goal was a precursor to a more
collectivistic secondary goal. For example, after stating their desire to finish their education and
be established in a career as a primary goal, interviewees often would follow these statements by
explaining that they believed a stable career would provide them with financial stability and put
them in a position to more comfortably raise a family. Aside from achieving financial stability
and starting a family, other common themes for secondary goals included being employed in a
prestigious occupation, increasing social networks, owning property, and pursuing more
education.
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Discussion
Evaluation of Hypotheses
As stated earlier, this study had two major hypotheses: (1) it was expected that interviewees
would report more individualistic than collectivistic goals and (2) it was expected that
interviewees would have wide-ranging and multiple goals, a phenomenon reflective of the
exploratory nature of emerging adulthood. Partial support was found for the first hypothesis.
Although several interviewees stated the desire to establish themselves in a stable career, these
statements often were followed with the belief that having a stable career would provide them
with the means necessary to achieve more collectivistic goals, such as raising a family. This
sequencing of goals is consistent with the tendency to view marriage as a “capstone” event
experienced only after establishing a career and financial stability (Cherlin, 2010; Edin &
Kefalas, 2005). At the same time, some interviewees did list individualistic goals involving
personal athletic accomplishments and maintaining their physical appearance. The balance of
individualistic and collectivistic goals may be influenced by the heterogeneity of the sample,
which was 45% non-White. Indeed, past research on emerging adults has detected a balance of
individualistic and collectivistic ideals in more diverse samples, with emerging adults from
ethnic minority groups tending to emphasize the importance of collectivistic ideals, such as
family obligations and concern for others, when compared to Whites or those from the majority
culture (Arnett, 2003).
A greater amount of support was found for this study’s second hypothesis. Of the 91 individuals
that were interviewed, only two listed a singular goal, while all other interviewees listed multiple
goals. It also could be argued that interviewees listed a wide range of goals. While establishing
a career was by far the most commonly listed goal, several of the interviewees also listed
finishing or pursuing further education, achieving financial stability, owning property, and
starting a family as goals they hoped to accomplish over the next 10 years.
Limitations
This study was not without its limitations. One such limitation is the relatively small
convenience sample from a southeastern US state. Future research could analyze larger and
more representative samples to increase the likelihood of observing greater variance in interview
responses. Next, focusing on only one interview item could be considered another limitation of
this study. Comparing the responses related to the self-reported goals of respondents with their
responses to the other interview items may open up avenues for future research. A final
limitation to this study was the use of only one method (semi-structured interviews) to collect
data. Though this limitation cannot be rectified in this study, future studies may be better served
by employing multiple data collection methods in which triangulation could be achieved and
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chances for bias can be further decreased. A more comprehensive approach to data collection
also may increase the possibilities of gathering different types of information on interviewees,
such as college major and other demographic characteristics.
Practical Implications
The findings derived from the current study provide some important implications for both
research and practice. From a basic, exploratory research perspective, the use of data collected
from semi-structured interviews allows for the qualitative analysis of the goal-setting behavior of
emerging adults, providing a more detailed and subjective point of view on the topic when
compared to a traditional closed-ended survey instrument. This methodological approach could
serve as an example of using qualitative data to develop and test theories and hypotheses related
to the stage of emerging adulthood. Indeed, the interview data that were collected provided an
opportunity to test theories related to the goal-setting behavior of emerging adults.
In terms of its implications for practice, studies of this nature could be useful for high school
guidance counselors, college career counselors, family life professionals, and other practitioners
who work with individuals from this age group. Becoming more familiar with the goal-setting
behavior and process of emerging adults could help professionals more effectively guide young
people and inform them of the resources they will need as they make the transitions from high
school to college to the working world.
Summary and Conclusion
The purpose of this study was to analyze interview data on the self-reported goals of emerging
adults. A total of 91 interviews were conducted with individuals between the ages of 18 and 25.
Results of the interviews supported several of the ideas and findings found in past literature on
the goal-setting behavior of emerging adults. Partial support was found for the study’s two
major hypotheses, as interviewees listed more collectivistic goals than anticipated but also were
likely to list multiple and wide-ranging goals.
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Barriers to Conducting Supervised Agricultural Experiences as
Perceived by Preservice Agricultural Education Teachers
J. Joey Blackburn
Louisiana State University
Jon W. Ramsey
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The purpose of this descriptive study was to assess preservice agriculture
teachers’ perceptions of the importance of Supervised Agricultural Experience
(SAE) and their views on barriers to conducting SAE. A census of the
sophomore-level agricultural education course at Oklahoma State University was
conducted to measure perceptions at the beginning and end of the course. This
study was framed upon Ajzen’s Theory of Planned Behavior. Results indicated
that preservice teachers perceived SAE was an important component of
agricultural education and important at the secondary school they attended. The
greatest barrier to conducting SAE was their lack of familiarity with newer SAE
categories. This was true at both the beginning and end of the course. It is
recommended that preservice teachers receive instruction on and experiences in
all types of SAE. This would increase the likelihood of preservice teachers
perceiving they have control over this barrier regarding SAE implementation.
This cohort of preservice teachers should be surveyed over time to determine
change in their perceptions of barriers to SAE implementation as they progress in
the agricultural education program and through their careers. Further, the views
of in-service teachers should also be assessed to determine if perceived barriers
differ with professional experience.
Keywords: agricultural education, teacher education, SAE, perceptions, preservice
teachers
Introduction/Background
Required supervised practice in agriculture has been an integral component of school-based
agricultural education since the adoption of the Smith-Hughes Act in 1917 (Phipps, Osborne,
Dyer, & Ball, 2008). In fact, for vocational agriculture programs to receive federal funding,
students had to engage in at least six months of supervised farming practice per year (Stimson,
1919). However, passage of the Vocational Education Act of 1963 softened the requirement that
all agricultural education programs provide supervised practice in agriculture (Phipps et al.,
Direct correspondence to J. Joey Blackburn at jjblackburn@lsu.edu
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2008). While the new language was meant to allow for non-farm supervised experience; some
educators interpreted the law to mean supervised experience in agriculture was no longer
required (Boone, Doerfert, & Elliot, 1987). The Vocational Education Act of 1963 “began a
long and continuing struggle to retain one of the cornerstones of agricultural education programs
in the public schools” (Phipps et al., 2008 p. 29).
Supervised Agricultural Experience (SAE) is the modern conceptualization for supervised
practice in agriculture, at least, philosophically. Often, SAE is described as the hands-on,
experiential component of the total agricultural education program. The model for school-based
agricultural education is often illustrated with a Venn diagram composed of three equally sized,
partially overlapping circles (see Figure 1). The three circles represent each of the program
areas: instruction; experiential learning or SAE; and student leadership, or FFA. The illustration
depicts the philosophy that each component of the agricultural education is interconnected and
emphasized equally to achieve a balanced program (National FFA Organization, n.d.).
Figure 1. Total Agricultural Education Program Model

Instruction

Experiential
Learning

Student
Leadership

Moore (2006) argued that in many states, the circle representing SAE should be depicted as
smaller than the other two to show that less emphasis is placed on SAE than FFA or classroom
instruction. To illustrate this, Moore (2006) pointed out that 26 states do not have a stateapproved SAE record book. Further, some agriculture teachers even believe SAEs are not
appropriate for their current situation (Camp, Clarke, & Fallon, 2000). However, most research
on SAE has indicated teachers perceived SAE to be an important component of school-based
agricultural education (Dyer & Williams, 1997a; White, 2008; Wilson & Moore, 2007). Despite
the reported decline of SAE, the literature has indicated that SAE holds numerous benefits.
Knobloch (1999) stated SAE in agricultural education has “proved to help students apply
knowledge, clarify career choices, solve problems through decision making, develop
responsibility, and learn agricultural skills through practical experiences” (p. 16).
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SAEs help foster transfer of learning through filling the void between theory and application,
helping to promote a positive attitude toward learning (Phipps et al., 2008). Further, positive
relationships have been reported between SAE and student achievement (Arrington & Cheek,
1990; Cheek, Arrington, Carter, & Randell, 1994; Noxel & Cheek, 1988). SAEs have also been
shown to influence the local economy positively (Graham & Birkenholz, 1999; Hanagriff,
Murphy, Roberts, Briers, & Lindner, 2010; Retallick & Martin, 2005; West & Iverson, 1999).
Additionally, SAEs have been described as crucial in developing desirable work habits, skills,
and attitudes (Berkey & Sutphin, 1984; Ramsey & Edwards, 2012; Stewart & Birkenholz, 1991).
SAE projects have also been shown to increase enrollment in agricultural education programs
(Retallick & Martin, 2008; Talbert & Balschweid, 2004; Thompson & Schumacher, 1998; White
& Pals, 2004). SAE projects also provide motivation for students in the learning process
(Kotrlik, 1987). One Iowa agriculture teacher hinted at the authentic nature of SAE with the
statement “proficiency awards in FFA are great portfolios where you can document skill
development and ability to perform” (Retallick, 2010, p. 63).
Despite agreement that SAEs are important and have positive attributes, agriculture teachers are
doing a poor job of implementing SAE (Dyer & Osborne, 1995; Wilson & Moore, 2007).
Barriers to successful SAE implementation have been reported in the literature. These barriers
have included time, number of students, lack of a summer contract, poor administrative support,
low community support, complexity of record keeping, limited resources, and lack of knowledge
in newer types of SAE (White, 2008; Wilson & Moore, 2007). Additionally, Dyer and Williams
(1997b) reported lack of release time, large classes, and limited travel funds as barriers to SAE
project supervision. Whaley and Lucero (1993) interviewed agriculture teachers in an urban
school and discovered the most significant barriers to conducting SAE were a shortage of
program completers, lack of support from home, crime and vandalism of school property,
overcrowding, and community safety. In contrast, agriculture teachers in a rural school
identified the image of production agriculture, transportation, and a lack of appropriate facilities
and equipment as perceived barriers (Whaley & Lucero, 1993). Retallick (2010) found that Iowa
agriculture teachers perceived five categories of barriers to SAE implementation, including
“changing demographics and societal attitudes, mechanics and structure of schools, resource
availability, the agricultural education system, and image” (Retallick, 2010, p. 64). Due to the
importance of SAE in the learning process, it is important to identify barriers to implementing
SAE early in a teacher’s career to ensure the greatest chance of successful implementation.
Theoretical Framework
The theoretical framework employed in this study was Ajzen’s (1991) Theory of Planned
Behavior (TPB). The central idea of the TPB is “intention to perform a given behavior” (Ajzen,
1991, p. 181). According to TPB, the concept of belief salience, or the relationship between an
individual’s behavioral beliefs and attitudes toward the behavior, has major influence on whether
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the behavior will be performed (Ajzen, 1991). Motivational factors influencing a certain
behavior are captured within intention and indicate the degree of effort an individual will exert to
perform the behavior (Ajzen, 1991). Therefore, “the stronger the intention to engage in a
behavior, the more likely should be its performance” (Ajzen, 1991, p. 181). Intention to perform
a certain behavior is influenced by the individual’s attitude toward the behavior, subjective norm,
and the individual’s perceived behavioral control (Ajzen, 1991). Figure 2 depicts the
relationship of these factors.
Figure 2. The Theory of Planned Behavior
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Intention

Behavior
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Behavioral
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(Adapted from Ajzen (1991, p.182). Copyright 2006 by Icek Ajzen.)

As the model portrays, attitude toward the behavior, subjective norm, and perceived behavioral
control influences the individual’s formation of intention to perform a given behavior (Ajzen,
1991, 2002). Attitude toward a behavior is influenced by an individual’s behavioral beliefs,
indicating how favorable or unfavorable the behavior is perceived (Ajzen, 1991). Normative
beliefs then affect the subjective norm, or “perceived social pressure to perform or not perform
the behavior” (Ajzen, 1991, p. 188). Finally, control beliefs influence the individual’s perceived
behavioral control, which is described as how easy or difficult the individual perceives the
performance of the behavior (Ajzen, 1991). Control beliefs are often operationalized as
perceived barriers to behavioral implementation. Finally, actual behavioral control describes the
skills, abilities, and other prerequisites the individual possess that are needed to perform the
behavior (Ajzen, 1991, 2002).
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Previous research has indicated that agriculture teachers value SAE as an important component
of agricultural education, indicating that teachers have a positive attitude toward the behavior of
implementing quality SAE (White, 2008; Wilson & Moore, 2007). Efforts at the state and
national levels to promote the implementation of SAE indicate a favorable subjective norm
(Wilson & Moore, 2007). Wilson and Moore (2007) concluded, “teachers need help improving
the quality of the SAE component of their program” (p. 89). The preparation of future
agriculture teachers at the post-secondary level may be an effective approach for instilling the
idea and philosophy of SAE. This is congruent with Ajzen’s (1991) TPB (i.e., preservice
teachers are exposed to SAE to develop a positive attitude toward the behavior and a favorable
subjective norm). Yet other studies have indicated in-service teachers are facing challenges
(Dyer & Williams, 1997b; Retallick, 2010; Whaley & Lucero, 1993; White, 2008; Wilson &
Moore, 2007).
Previous studies of the barriers of SAE implementation have focused on in-service teachers
(Dyer & Williams, 1997b; Retallick, 2010; Whaley & Lucero, 1993; White, 2008; Wilson &
Moore, 2007). Studying the perceptions of in-service agriculture teachers regarding SAE
implementation is an excellent strategy since it is entirely possible that some of the challenges
faced by in-service teachers may be unknown to or little understood by preservice teachers.
However, it is plausible that preservice agriculture teachers perceive a lack of behavioral control
in terms of SAE implementation. Identifying these perceptions early in students’ preservice
teacher education would allow teacher educators to implement interventions to counter their
negative perceptions of implementing SAE. As such, the principle questions that arose from the
review of literature were, do preservice teachers believe SAE is important to agricultural
education and what do preservice agriculture teachers identify as barriers to implementing SAE?
Doerfert (2011) stated that effective school-based agriculture programs “will meet the academic,
career, and developmental needs of diverse learners in all settings and at all levels” (p. 24). This
includes the SAE component of the agricultural education program. SAE is a link between
classroom knowledge and practical application of knowledge (Phipps et al., 2008); therefore, it is
vital to identify preservice agriculture teachers’ perceptions of SAE implementation barriers.
Purpose of the Study
The purpose of this study was to determine if preservice agriculture teachers enrolled in a
sophomore-level agricultural education course (N = 17) at Oklahoma State University (OSU)
believe SAE is important and identify factors that may impact their ability to implement SAE.
The study sought to answer four research questions:
1. What were the personal characteristics of sophomore agricultural education students
at OSU?
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2. What level of importance do preservice agricultural educators place upon SAE?
3. What factors did preservice agriculture teachers perceive to impact their ability to
implement SAE into a secondary agricultural education program?
4. How do perceptions of SAE implementation barriers change from the beginning to
end of an introductory agricultural education course?
Methods
Descriptive survey was the design employed by this research study. This study focused on a
census of the students enrolled in a sophomore-level agricultural education course at OSU. The
purpose of this introductory 12-week sophomore-level course is to “examine the role and
purpose of agricultural education programs at the secondary level” (OSU online course
description). Data were collected at two points in time, the first day and the last day of the
course. Seventeen usable instruments were collected on the first day of the course, resulting in a
100% response rate. Data were collected again at the end of the course to determine changes in
students’ perceptions’ regarding the implementation of SAE. It should be noted that one student
had dropped the course resulting in a population of N = 16 at the end. Sixteen usable
instruments were collected during the second data collection, resulting in a 100% response rate.
Due to the small size of this census study, no attempt to generalize the findings beyond the
participants has been made.
A modified version of the instrument employed by Wilson and Moore (2007) to identify SAE
implementation barriers of in-service North Carolina agriculture teachers was employed for this
study. The items of the instrument were reworded to more closely reflect the needs of target
population of preservice teachers. The instrument contained a section to determine personal and
professional characteristics, as well as 20 items designed to assess perceived importance and
barriers to conducting an SAE program. The two items pertaining to the importance of SAE
were arranged on a 10-point Likert-type scale with 1 representing Not Important and 10
indicating Important. The remaining items relating to SAE barriers were arranged on a five
point Likert-type scale with 5 indicating Strongly Agree, 3 indicating Neutral, and 1 indicating
Strongly Disagree. The instrument was evaluated for face and content validity by a panel of
experts consisting of three agricultural education faculty members of OSU and two doctoral
students who were former agriculture teachers, as well as one state agricultural education staff
member. Minor changes for readability were made to the instrument per the panel’s
recommendations. Post-hoc reliability analysis revealed that α = .84. Data were analyzed using
the Statistical Package for the Social Sciences (SPSS) Version 18 for Windows. Nominal data,
associated with personal characteristics of the preservice teachers, were analyzed using
frequencies and percentages. Information associated with the barriers of SAE was collected via
a Likert-type scale, as such, the data were ordinal in nature because the “intervals between the
values cannot be presumed equal” (Jamieson, 2004, p. 1217). As such, the measure of central
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tendency used to represent the typical or average score for this study was the mode. The
minimum and maximum scores were tabulated, and the mode summarized students’ perception
of the importance of SAE and barriers to its implementation.
Findings
Research Question 1: Personal Characteristics
As shown in Table 1, more than 70% (n = 12) of the students enrolled in the sophomore-level
agricultural education course graduated from high school in 2009. The remaining students
graduated high school from 2006 to 2010.
Table 1. Personal Characteristics of Sophomore Agricultural Education Students at
Oklahoma State University (N = 17)
Variable
Years Enrolled in Secondary Agricultural Education
None
1 year
2 years
3 years
4 or more years
Level of Proficiency Award Participation While in High School
None
Local Level
State Level
National Level
Classification of High School Attended
Urban
Suburban
Rural
Types of SAE While Enrolled in Secondary Agricultural Education
Entrepreneurship
Placement
Research
Other
Did not have and SAE in High School
Gender
Male
Female

f

%

1
0
0
1
15

5.9
0
0
5.9
88.2

1
6
9
1

5.9
35.3
52.9
5.9

2
2
11

11.8
11.8
64.7

11
3
0
0
2

64.7
17.6
0
0
11.8

10
7

58.8
41.2

Over 70% of the participants were born in 1990 or 1991. Ten (58.8%) of the respondents were
male and seven (41.2%) were female. The vast majority (n = 15; 88.2%) were involved in four
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or more years of high school agricultural education, one student indicated two years of
involvement in high school agricultural education, and the remaining student indicated no
participation in high school agricultural education. Eleven (64.7%) of the students classified the
high school they attended as rural. Sixteen (94.1%) had been involved in the FFA Proficiency
Award Program with the majority (n = 10) participating at the state or national level.
Two (11.8%) students indicated they did not have an SAE project when they were in high
school. Of those who reported having an SAE in high school, 11 (64.7%) reported having an
SAE project classified as entrepreneurship. The remaining three (17.6%) students reported
having a placement SAE.
Research Question 2: Perceived Importance of SAE
The second research question sought to determine if preservice teachers perceived SAE to be
important at the beginning and end of the course. The preservice teachers perceived SAE to be
important for all agricultural education students, with 10 representing the mode of this item. In
addition, the participants were asked to rate how important they perceived SAE was in their high
school agricultural education program. The participants perceived the SAE component of their
high school agricultural education program to be important with 10 being the mode of the data.
Table 2 presents students’ perceived importance of SAE at the beginning of the course.
Table 2. Students’ Perceptions of the Importance of SAE at the Beginning of the Course
Item
Importance of SAE to all agricultural education students
How important was SAE in your high school Ag program
Note: 1 = Not Important; 10 = Important

Minimum
5
5

Maximum
10
10

Mode
10
10

Table 3 displays students’ perceived importance of SAE at the end of the course. The preservice
teachers continued to perceive SAE to be important at the end of the course, with 10 remaining
the mode of the data. Perceived importance of the SAE component of their high school
agricultural education department at the end of the course had a mode of 10 as well.
Table 3. Students’ Perceptions of the Importance of SAE at the Completion of the Course
Item
Importance of SAE to all agricultural education students
How important was SAE in your high school Ag program
Note: 1 = Not Important; 10 = Important
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8
7

Maximum
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Mode
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Research Question 3: Perceived Factors Affecting SAE Implementation
Table 4 presents the factors perceived as barriers by preservice teachers at OSU at the beginning
of the course.
Table 4. Preservice Students’ Perceptions of Factors Affecting the Implementation of
Supervised Agricultural Experience Program at Beginning of the Course (N = 17)
Item
There are new SAE categories, such as research, that I am not
familiar with conducting.
SAEs are not required by the state.
I will get more recognition for my chapter by participating in FFA
activities than supervising SAE projects.
It will be more difficult to get support in the community for SAEs
than it will be for FFA.
I lack the knowledge to offer individualized instruction for my
students in all content areas in which SAEs may exist.
SAE projects are seen by students as homework.
Increased opportunities in FFA leave me with less time for SAE
instruction.
Opportunities for students to have SAE projects are limited in the
school and community.
I may not encourage students to conduct an SAE because of the
lack of resources at home such as a garden area, pasture, barn, and/
or equipment.
SAE recordkeeping is too complicated.
I may not encourage students to conduct SAEs because of a lack of
recognition by administrators.
I may not encourage students to conduct SAEs because I will lack
the time to visit their SAE projects.
I will not have time to help each student develop individualized
SAE objectives and project plans.
Nobody really cares if I conduct SAEs or not.
SAEs will not be in my teaching contract.
The concept of SAE is outdated.
I may not encourage students to conduct SAEs because I may lack
resources such as release time or school facilities.
I do not know how to teach recordkeeping.
Parents believe SAEs are an unrealistic expectation of their child.
I do not know how to supervise SAE projects.
Note: 1 = Disagree; 3 = Neutral; 5 = Agree.

Minimum

Maximum

Mode

2

5

4

1

5

3

1

5

3

1

5

3

1

5

2

1

4

2

1

5

2

1

5

2

1

4

2

1

4

2

1

3

1

1

4

1

1

3

1

1
1
1

5
3
4

1
1
1

3

5

1

1
1
1

5
5
5

1
1
1

The most significant barrier perceived by the participants was “There are new SAE categories,
such as research that I am not familiar with conducting;” the mode response to this item was a
four. This was the only item with a mode score within the limits of Agree. Three items were in
the limits of Neutral, receiving mode scores of three: “SAEs are not required by the state;” “I
will get more recognition for my chapter by participating in FFA activities than supervising SAE
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projects;” and “It will be more difficult to get support in the community for SAEs than it will be
for FFA.” Remaining items were in the limits of Disagree, receiving mode scores of one or two.
Table 5 presents perceptions of barriers to SAE implementation at the end of the course.
Table 5. Preservice Students’ Perceptions of Factors Affecting the Implementation of
Supervised Agricultural Experience Program at End of the Course (N = 16)
Item
There are new SAE categories, such as research, that I am not
familiar with conducting.
I will get more recognition for my chapter by participating in
FFA activities than supervising SAE projects.
SAE projects are seen by students as homework.
Opportunities for students to have SAE projects are limited in
the school and community.
I may not encourage students to conduct SAEs because of a
lack of recognition by administrators.
I may not encourage students to conduct SAEs because I will
lack the time to visit their SAE projects.
I will not have time to help each student develop individualized
SAE objectives and project plans.
Nobody really cares if I conduct SAEs or not.
SAEs will not be in my teaching contract.
The concept of SAE is outdated.
I may not encourage students to conduct SAEs because I may
lack resources such as release time or school facilities.
I do not know how to teach recordkeeping.
Parents believe SAEs are an unrealistic expectation of their
child.
I do not know how to supervise SAE projects.
SAE recordkeeping is too complicated.
I may not encourage students to conduct an SAE because of the
lack of resources at home such as a garden area, pasture, barn,
and/ or equipment.
SAEs are not required by the state.
Increased opportunities in FFA leave me with less time for
SAE instruction.
I lack the knowledge to offer individualized instruction for my
students in all content areas in which SAEs may exist.
It will be more difficult to get support in the community for
SAEs than it will be for FFA.
Note: 1 = Disagree; 3 = Neutral; 5 = Agree.

Minimum

Maximum

Mode

1

5

5

2

5

3

1

4

3

1

5

2

1

2

1

1

2

1

1

3

1

1

2

1

1

2

1

1

4

1

1

3

1

1

4

1

1
1

5
3

1
1

1

2

1

1

5

1

1

3

1

1

5

1

1

5

1

The most significant barrier perceived by the participants on completion of the course was
“There are new SAE categories, such as research that I am not familiar with conducting.” This
item had a mode score of five. This item was the only item that received a mode score within
the limits of Agree. Two items were in the limits of Neutral, receiving a mode score of three.
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These items were “I will get more recognition for my chapter by participating in FFA activities
than supervising SAE projects” and “SAE projects are seen by students as homework.” The
remaining items were in the limits of Disagree receiving mode scores of one or two.
Conclusions/Implications
The typical student in this sophomore-level agricultural education course is a 21-year-old male
who attended high school in a rural school district. He had an entrepreneurship SAE in high
school and reported participating at some level of the FFA Proficiency award program.
These preservice teachers perceive the SAE component of agricultural education to be important
for all students. Even though this is the first post-secondary agricultural education course these
preservice teachers had taken at OSU they recognized the importance of SAE. This finding was
likely due to their own participation in the SAE component of agricultural education when they
were in high school. Students also indicated SAE was an important component of their high
school agricultural education experience. Perhaps these perceptions of importance stemmed
from their positive experiences with SAE at the secondary level.
On completion of the course, students remained firm in the perception that SAE were important
for all students. Although scores at the beginning and end of the course remained important, it
appeared the students’ course experience not only reinforced the perception of SAE importance
but may have played a role in increasing that view, as shown in the increased minimum
importance score. Likewise, these preservice teachers perceived their own secondary SAE
experience to be slightly more important at the end of the course than at the beginning. Perhaps
reflecting on their own experiences with SAE during the semester facilitated students in
reaffirming and strengthening their views on SAE.
Per Ajzen’s (1991) Theory of Planned Behavior (TPB), these preservice teachers had a positive
attitude toward behaviors associated with conducting SAE as indicated by their perception of
SAE importance. This positive attitude towards the importance of SAE is congruent with the
findings of previous researchers (White, 2008; Wilson & Moore, 2007). According to Ajzen
(1991), a positive attitude toward a behavior is a requirement for conducting the behavior.
Wilson and Moore (2007) found a favorable subjective norm toward SAE on the part of
agriculture teachers in North Carolina, so the final component of TPB affecting the
implementation of SAE by these preservice teachers is perceived behavioral control (Ajzen,
1991) or perceived barriers.
Other researchers (White, 2008; Wilson & Moore, 2007) indicated several barriers to conducting
SAE that were perceived by in-service agricultural education instructors. Results from this study
indicate preservice teachers only perceive a lack of knowledge on newer types of SAE, such as

Journal of Human Sciences and Extension

Journal of Human Sciences and Extension

Volume 2, Number 3, 2014

Volume 2, Number 3, 2014

Full Issue, Volume 2, Number 3

111

Barriers to Conducting Supervised Agricultural Experiences

108

Research and Exploratory, to be a barrier to implementing SAE. This specific barrier also
concurs with the findings of Wilson and Moore (2007). Is this single barrier enough to prevent
these preservice teachers from implementing SAE once they graduate, and secure employment as
an agriculture teacher? Or, would this barrier only impact these students implementation of the
newer types of SAE? As a cohort, this group of preservice teachers was unsure about four
possible barriers, as they were ranked Neutral. Perhaps these students simply do not know what
they do not know regarding the implementation of SAE, which would not be unexpected for
preservice professionals.
When examining the maximum values for each of the barrier items at the beginning of the
course, it becomes clear that at least some of the students perceived many of the items as barriers
to SAE implementation. In fact, all but two items were thought of as barriers by at least one
student. This variance between students is not entirely unexpected. As preservice agriculture
teachers in an early phase of their professional education, these students have likely not had firsthand experiences with issues surrounding SAE implementation, other than their own high school
experiences. Could it be that these preservice teachers have overestimated their actual
behavioral control to the point where they no longer perceive a lack of behavioral control (Ajzen,
1991)?
Recommendations
Recommendations for Future Research
Further research is warranted to investigate the impact a post-secondary agricultural education
program has on preservice teachers’ perceptions of the importance of SAE, as well as perceived
barriers to conducting SAE. This cohort of students should be surveyed throughout their tenure
in the preservice agricultural education program vis-a-vis the potential impact of significant
programmatic learning experience. In addition, practicing teachers in Oklahoma should be
surveyed to gauge their perceptions of importance and barriers to conducting SAE. Although
researchers (Retallick, 2010; White, 2008; Wilson & Moore, 2007) have recently described the
SAE perceptions of agriculture teachers in Kentucky, North Carolina, and Iowa, no such studies
have been conducted in Oklahoma. These findings could be compared to that of preservice
teachers to understand better the phenomena through the prism of the TBP.
Recommendations for Future Practice
Regarding recommendations for practice, students in this course should be afforded the
opportunity to experience a variety of SAE categories available to secondary agriculture
students. This could ease the anxiety these students may have about the newer types of SAE
categories. Perhaps current agriculture teachers who promote these types of SAEs could be used
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as guest lecturers to give preservice teachers a positive vicarious experience (Bandura, 1994).
Promotion of all types of SAE categories should continue throughout the students’ preservice
program. In particular, special attention should be placed on early field experiences (EFE) that
preservice teachers are required to complete. Targeting SAE categories in the SAE component
of the EFE may reduce any dissonance preservice teachers have concerning implementation of
the SAE component.
Per the Theory of Planned Behavior (Ajzen, 1991), neutralizing perceived barriers should give
future agriculture teachers increased perceived control over conducting SAE programs. This
combined with perceived importance and positive normative beliefs should increase the
likelihood of these future agriculture teachers implementing the SAE component of the
secondary agricultural education program, including categories of which they may have had little
knowledge before their university experience.
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